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In recent years, the emergence of new digital technologies provides for new learning 
opportunities and there has been significant adoption of Information and 
Communication Technology (ICT) in home and school environments. The rapid 
expansion of digital technologies has led to an amplified focus on the role and 
potential of ICT in education; its importance has been articulated in several key Irish 
education policy documents and discussion papers (DES 1997, 1999, 2015).  
 
Technology adoption in schools, and the role of the school and teachers in that 
adoption, is well-researched (Hammond 2013; Judge 2013; McGarr 2008; Tondeur 
et al. 2009). Yet, despite the levels of Internet access (CSO 2019), the availability of 
digital devices in Irish homes, and the acknowledgement that parents play an 
important role in the education and development of the child (Daly 2009; DES 2011; 
Goodall 2008), little attention has been given to how children and parents view 
digital technologies for learning. Furthermore, the relationship between the home 
and school in the engagement of ICT for learning has been generally unexplored.  
 
Framed within Ecological Systems Theory (Bronfenbrenner 1979), and in line with 
an interpretative research paradigm, this study adopted a qualitative approach to gain 
insight and understanding into the perspectives of children, parents and teachers on 
the use of ICT for school learning. Participants were sourced from a diverse number 
of primary schools across both urban and rural locations in the Republic of Ireland, 
and in-depth semi-structured interviews with parents and teachers, and focus groups 
with children, were used.  
 
Analysis of the findings reveal that children, parents and teachers had mixed 
opinions about the usefulness of technology for learning. The study identified many 
obstacles at microsystem, mesosystem, exosystem and macrosystem levels in using 
digital technologies for learning. The research further demonstrated that there is 
limited interaction between the home and school environments regarding the use of 
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IPPN Irish Primary Principals’ Network  
IWB Interactive White Board 
NCCA National Council for Curriculum and Assessment  
NPC National Parents Council Primary 
OECD Organisation for Economic Co-operation and Development 
PISA Programme for International Student Assessment 
SEN Special Educational Needs 
STEM  Science, Technology, Engineering and Maths 
TIMMS Trends in Mathematics and Science Study 





Glossary of Terms 
Aladdin An Irish online company specialising in administration software 
for schools (www.aladdin.ie).  
Bun na Cainte A fully interactive Irish Language Programme from The 
Educational Company of Ireland that is available for schools to 
purchase. It comprises three components; An interactive online 
resource featuring animated songs, stories and rhymes; a pupils 
book and a teachers printed resource book 
(https://buanacainte.ie/).  
CoderDojo A global movement of free, volunteer-led, community-based 
programming clubs for young people. Anyone aged seven to 
seventeen can visit a Dojo where they can learn to code, build a 
website, create an app or a game, and explore technology in an 




Provides information and recommendation for families and 









A British YouTube personality and professional gamer who has 
his own YouTube video channel and largely known for his 
Minecraft videos. He has 22 million subscribers (YouTube, 




A composite index that summarises relevant indicators on 
Europe’s digital performance and tracks the progress of EU 
Member States in digital competitiveness. 
Duolingo A language application with a focus on learners learning new 
words, grammar and phrases in a language of their choice. A 
subscription option is available to remove advertisements while 
using the application. Users race against the clock and can earn 
virtual coins (www.duolingo.com).  
Facebook A social media platform that allows users to sign up for a free 
account from where they can create a profile and connect with 
friends. Users can share information, photos and videos, like, 
share or comment on other users posts (www.facebook.com). 




A free multilingual translation service developed by Google 
which can be used through an application or through the Google 





A violent video game where users engage in a virtual world of 
killing and criminal activity. Considered by Common Sense 
Media as suitable only for over 18’s 
(https://www.commonsensemedia.org/).  
Hit the Button Designed for 6-11 year olds, this is an interactive maths game 
with quick fire questions on times tables, doubling and halving, 
multiples, division facts and square numbers. Users are up 
against the clock (https://www.topmarks.co.uk/maths-games/hit-
the-button).  
Instagram A social networking application that allows users to share 
pictures and videos with followers( www.instagram.com).  
Internet A global wide network that connects systems and networks 
across the world.  
iPad A mobile tablet computer created by Apple and released in 2010. 
Some of its functions include playing games and music, engaging 
in social networking and downloading applications from the 
Apple online store. The iPad runs on Apple’s iOS operating 
system. 
iPhone A phone with Internet capabilities that allows a multitude of 
communication functions. Users can phone, message, social 
network, browse the Internet, play games and download 
documents and applications (https://www.apple.com/ie/iphone/).  
Kindle The Amazon Kindle is an electronic device where users can 
browse, download/buy e-books and digital media such as 
magazines and newspapers.  
Mathletics  A paid subscription service to online mathematics games and 
activities that can be bought by schools or parents 
(www.mathletics.com).  
Maths Antics Math Antics is a series of basic math videos created by Rob and 
Jeremy of Math Plus Motion, LLC. It’s also a website that offers 
access to practice materials for paid members 
(www.mathantics.com).  
Minecraft A video game where users can build their own worlds in different 
‘modes’. There are two types of modes, survival and creative. 
‘Survival’ mode requires the user to ‘survive’ in particular 
situations. When using ‘creative’, users can build worlds using 
virtual blocks similar to Lego (www.minecraft.com).  
Mods Designed to enhance the game of Minecraft, mods are user 




A video gaming console with Internet capabilities. Games are 




Scratch A free coding application where users can learn how to code and 
subsequently create their own games, stories and interactive 
games. Scratch is a project of the Lifelong Kindergarten Group at 
the MIT Media Lab (https://scratch.mit.edu/).  
Skillful Finger A game based application where users slide their finger on the 
screen with the aim of passing barriers and keeping away from 
the sides (https://play.google.com/store/).  
Snapchat A free to download mobile messaging application which can be 
used to share messages, photos and videos (www.snapchat.com).  
Starfall An American based website offering reading and mathematics 
activities to children (https://www.starfall.com). 
Tablet An electronic device similar to the iPad with an android rather 
than an Apple capacity. The most popular operating systems of 
tablets are Google’s Android.  
Twitter A micro-blogging platform where users can ‘tweet’ (post a 
message) using no more than180 characters. 
Vlogger Somebody who creates ‘vlogs’ (video blogs) and posted online.  
Webwise The Irish Internet Safety Awareness Centre and is part of the 
PDST Technology in Education. The PDST Technology in 
Education is a section of the Professional Development Service 
for Teachers (PDST). The PDST is a support service of Teacher 
Education Section, Department of Education and Skills 
(www.webwise.ie).  
Wi-fi Wi-Fi is ‘wireless networking technology that uses radio waves 
to provide wireless high-speed Internet and network 
connections’. 
(https://www.webopedia.com/TERM/W/Wi_Fi.html).  






CHAPTER ONE: INTRODUCTION 
 
Learning is no longer only something that needs to happen within 
particular hours, in a particular place with a particular group of people. 
The immense power of the worldwide web means that this fantastic 
knowledge resource is just a click away; in schools, colleges, homes and 
on the move, anyone with an Internet connection has the power to access 
an extraordinary treasure trove of knowledge within, literally, seconds. 
Anytime. Any place. The world’s digital library is ‘always open’. 
 (Putnam 2010, p.4) 
 
1.1 INTRODUCTION 
In recent years, the emergence of new technologies provides for new learning 
opportunities and there has been significant adoption of Information and 
Communication Technology (ICT) in the home and school environments. The rapid 
expansion of digital technologies has led to an amplified focus on the role and 
possibilities of ICT in education; its importance has been articulated in several key 
education European and Irish policy documents and discussion papers: A Digital 
Agenda for Europe (European Commission 2010); Europe 2020 Strategy (European 
Commission 2010); and the ICT Skills Action Plan (DES 2011). The use of digital 
technologies as an integral part of teaching and learning in the Irish primary school 
curriculum has been endorsed by several policies and plans (DES 1997, 1999, 2000, 
2015a, 2017). Teachers are encouraged to use digital tools in their teaching and 
learning activities (DES 2015a) and to work in partnership with parents to support 
the integration of ICT for children’s learning (DES 2015a). Children are now viewed 
as avid users of ICT and now have access to a wide variety of digital devices 
(Lauricella et al. 2013; NCCA 2019), the prevalence of which (Chaudron et al. 
2020) has raised concern regarding the negative impact that digital technologies are 
having on children (Ferneding 2003; Turkle 2013).  
It is within this context that this study seeks to explore the use of ICT for school 
related learning in Irish primary education from the perspectives of children, parents 
and teachers. This opening chapter begins by providing the context and rationale for 
the study. The aims and objectives of the study are presented following by a 
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discussion of the journey involved in developing the research questions of the study. 
The methodological approach and theoretical framework of the study are presented. 
The chapter concludes with a discussion on the significance of this study and an 
overview of the organisation of the thesis.  
 
1.2 CONTEXT AND STATEMENT OF THE PROBLEM 
ICT is acknowledged as a valuable tool for supporting children’s learning (Carr et al. 
2007; DES 1999, 2015a) and in Ireland, a series of policy reforms and large-scale 
public investment in technology in education has been ongoing since the late 1990s. 
Viewed as an economic imperative by the Irish government (DES 1997, 2011; 
Forfás 2007), teachers are encouraged to embed digital tools in their teaching and 
learning activities (DES 2011, 2015a) and to avail of professional development 
opportunities to support their classroom practices (Teaching Council 2011, 2017). 
Schools however represent one only context in which children learn and the vast 
repertoire of online digital resources developed by the Department of Education and 
Skills (DES) Ireland, reflects the move towards using digital technologies to support 
children’s learning in the home. However, as Lauricella et al. (2013, pp. 12-16) note, 
parents as ‘avid media users’ have strong attitudes towards digital technology use 
and are largely responsible for setting up the ‘home media environment’. 
In the home environment, children have access to a multitude of digital devices that 
increase with age (Lauricella et al. 2013). Their online experiences have shifted to 
the use of mobile devices, growing popularity with the use of YouTube and social 
networking sites such as Instagram (Smahel 2020).  
Parallel with children’s immersion in an online world has been a growing debate as 
to the dangers of the accessibility of ICT and online activity (Ferneding 2003; Turkle 
2013). Much of the deliberation has centred on the ‘screen time’ debate (American 
Academy of Pediatrics (AAP) 2016; Canadian Paediatric Society (CPS) 2019; 
O’Neill and Dinh 2019), ‘Internet addiction’ (Chen and Gau 2016) and ‘gaming 
disorders’ (World Health Organisation 2018). Smartphones have now been banned 
in schools in France, in some primary schools in Australian states such as New South 
Wales, and in all schools in the Australian state of Victoria. Such legislation is 
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currently under consideration in several countries including Ireland and Finland. In 
addition, in Ireland, there has been some disquiet regarding the use of iPads instead 
of books in Irish secondary schools, as was evidenced recently in a dispute between 
management and parents in an Irish secondary school (Dunne et al. 2020) 
Thus, given all of these factors that include: advances in and increased availability of 
technology for children; mounting concerns regarding children’s access to and time 
spent on technology; the recognition that ICT integration in Irish education is viewed 
as an economic imperative, understanding the use of digital technologies for 
children’s learning is a particularly pressing matter. However, scant attention has 
been given in the research literature exploring the use of ICT as a tool for learning in 
Irish primary education that considers the views of children and parents. This factor, 
together with the personal interest and background that I, the researcher, brings to 
the study is now elaborated in the next section. 
 
1.3 STUDY RATIONALE 
The rationale for this study stems from both a personal interest in the topic of ICT 
for learning and a recognition pertaining to the lack of research on the topic of the 
use of ICT for learning in an Irish context. 
 
1.3.1 A Personal Interest 
On a personal level, my interest in technology use for learning commenced in the 
late 1990s during my time as a secondary school teacher. The Department of 
Education and Science (DES) had announced the first ICT in Education Policy, 
Schools IT 2000 – A Policy Framework for the New Millennium (DES 1997) and 
were in the initial stages of equipping schools with personal computers. 
Simultaneously, teachers were offered an opportunity to avail of some IT training 
which sparked an initial interest in the potential of learning using technologies. This 
interest subsequently grew during a period where I worked in Higher Education and 
assisted in the sourcing of Assistive Technology (AT) for students experiencing a 
disability. In addition, it was through working in Higher Education Access 
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programmes with primary school children and their parents that my interest in 
parental perspectives on the use of technology for learning grew and in particular the 
recognition of the important role that the parent plays in the learning life of a 
child. Furthermore, through involvement on various committees in third level 
education, I witnessed an increasing focus on the use of digital technologies for 
teaching and learning. I am also a mother of three children, two of whom were in 
primary school at the commencement of the study and all of whom had access to 
various kinds of technologies at home (TV, DVD, digital toys) and in school 
(whiteboards, TV, DVD, computers) and in preschool (digital toys, TV, DVD). My 
youngest child had spent only one week in primary school when he suggested ‘Let’s 
Google it Mammy’ to a question that I was unable to answer about dinosaurs. Thus, I 
was witness to slow but incremental access to and use of digital technologies in their 
lives. It was these experiences that not only influenced my decision to explore the 
topic of ICT and learning, but also impacted the way that the research study was 
conducted and is discussed more fully in Chapter 3 – Research Design.  
 
1.3.2 Dearth of Research 
A further contributing factor that determined the topic as being worthy of further 
investigation was the lack of published research in this area. As such, there were 
three areas that reflected a lack of exploration, particularly in the Irish context. The 
first concerned examining the home as a site of learning with ICT. While there has 
been a growing body of research on technology adoption in schools, the home as a 
site for learning with digital technologies has been largely unexplored (Bouck et al. 
2007; Selwyn 2010; Somekh 2007; Wellington 2001). Indeed, Plowman and 
Stevenson (2013) considers the home as a ‘…neglected site for research compared to 
educational settings such as schools and preschools’ (p. 328).  
The second area relates to parents and specifically parental engagement with digital 
technologies for the purposes of learning and the lack of studies regarding their 
perspective on the use of ICT for learning. There appears to be a paucity of studies 
not only looking at parental engagement in their children’s learning but also a lack of 
studies on parents’ decision-making process regarding digital technologies as an 
academic tool (Eutsler 2018). This is somewhat surprising considering it is widely 
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acknowledged that parents play an important role in the education and development 
of the child (Beveridge 2004; Daly 2009; DES 2011; Epstein 2001; Epstein and 
Clark 2004; Goodall 2013; NCCA 2008). However, from an Irish perspective, 
parental engagement with their children’s digital learning activities has been 
generally unexplored. Studies such as the ‘EU Kids Online’ and its follow-on 
project, ‘Net Children Go Mobile’ include child and parent perspectives which 
largely focus on Internet access, use and mediation. In addition, much of the 
scholarship and debate regarding digital technology adoption has focused on 
technology adoption in schools and the role of the school and teachers in that 
adoption (DES 1999, 2000, 2008; Gleeson et al. 2001; Hammond 2014; Judge 2013; 
McGarr 2008). Examining perspectives on the relationship between the home and 
the school in the engagement of ICT for learning has received limited attention in 
Irish scholarly research. 
The third area where the research literature falls short is in the lack of studies 
examining children’s use of digital technologies in the home (Given et al. 2014). As 
such, the perspectives of children are largely unaccounted for in studies of children: 
There are plenty of references to families and the social structures of 
households in studies of technology in the home and claims are 
frequently made about their ‘real world’ nature. However, if we look for 
signs of these millions of children in the research literature they are 
curiously invisible. 
 (Plowman 2014, p. 36) 
 
1.4 THE SCOPE OF THE STUDY 
This study is an exploration on the use of ICT for learning, with a particular focus on 
Irish primary school, curriculum-centred learning. The perspective of forty-four 
primary school children in 6 focus groups, 23 parents and 7 primary school teachers 
were sought. The study does not include perspectives of other stakeholders such as 
the Department of Education, the Teaching Council, or national parent groups such 
as the National Parents Council Primary (NCP). In addition, while acknowledging 
that this study is underpinned by a constructivist philosophy in its methodological 
orientation, it did not seek to impose a particular learning theory to the study. For 
instance, the study did not look to examine how teachers’ ICT practices may be 
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aligned with different theories of learning. Furthermore, this study does not seek to 
measure the impact of technology on learning. Instead, it sought to explore how 
children, parents and children view ICT as a tool for school learning and to what 
extent ICT is being used at home and at school for the purposes of learning 
curriculum-based subjects in the Irish primary education.  
 
1.5 DEFINITION OF ICT USED IN THIS STUDY 
The term ICT term has been broadly been in use since 1992 with the introduction of 
email to the general public. It had been preceded by the term ‘IT’ (Information 
Technology) which had replaced the use of the term computers indicating a change 
‘from computing technology to the capacity to store and retrieve information’ 
(Pelgrum and Law 2003, p. 19). The most recent Irish ICT in education policy, A 
Digital Strategy for schools 2015-2020: Enhancing Teaching, Learning and 
Assessment (DES 2015a) endorses the UNESCO (1999) definition of ICT as ‘a 
diverse set of technological tools and resources used to communicate, and to create, 
disseminate, store, and manage information’. This study adopts this definition and 
uses the terms ICT and digital technologies interchangeably throughout the study. 
These digital technologies include laptops, tablets, e-readers, smartphones, smart 
TVs, printers, scanners, which adds to O’Hara’s (2011) list of ‘such things as 
telephones, televisions, video, audio recorders, CD and DVD players, CD-Roms, 
programmable toys, games consoles, radios and, of course, computers’ (p. 220).  
 
1.6 THE CONCEPT OF LEARNING USED IN THIS STUDY 
In this study, the term ‘use of ICT for learning’ is understood as an exploration of the 
use of digital technologies for the learning of subjects taught in the Irish primary 
school curriculum. As has been indicated above, the focus of this study is not to 
provide a detailed account of learning theory, but to examine how digital 
technologies are used for school learning by children and how children, parents and 





1.7 RESEARCH AIMS AND OBJECTIVES 
Coupled with the background and lens that the researcher brings to the study as well 
as the recognition of a lack of research in this research area, particularly in the Irish 
context, this study aims to explore ICT for learning as perceived by children, parents 
and teachers. It seeks to identify if and to what extent ICT is being used for learning 
at home and at school and to identify opportunities and obstacles in using ICT as a 
tool for learning. The study gives recognition to the importance of the home as a site 
of learning, an appreciation of the important role parents play in their children’s 
education, and the significance of good relationships between the home and school in 
the adoption of ICT for learning. 
 
The overall aim of the study is: 
To explore the use of ICT for learning from the perspectives of parents, 
children and teachers. 
 
The study is underpinned by three key objectives: 
1. To explore how ICT is viewed by children, teachers and parents as a tool for 
school learning.  
2. To examine the ways in which ICT is being used at home and school as a 
tool for school learning. 
3. To investigate the barriers and facilitators of ICT use for school learning in 
the home and school environments. 
The aims and objectives as outlined here necessitates a fit with the research 
questions of the study (Braun and Clarke 2013) and is now discussed in the 
following section. 
 
1.8 RESEARCH QUESTIONS 
Mason (2018) offers the following definition of research questions: 
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Research questions, then, are those questions to which you as a 
researcher really want to know the answers, and in that sense they are 
both the vehicles through which you channel all that investigative 
curiosity, energy and fascination, and more pragmatically they are the 
operational expression of your intellectual puzzle’ 
 (Mason 2018, p. 14) 
 
The intellectual puzzle that Mason is referring to here is the worthwhile questions 
about the social world that need exploring or explaining, which take various forms, 
and which are closely connected to the ontological and epistemological positions 
captured in the research. She advises on several intellectual puzzles, including that of 
an ‘ecological puzzle’ which is concerned with the connections and the layering of 
phenomena (2018, p. 12). This ‘ecological puzzle’ is particularly relevant to my 
research which is underpinned by a constructivist epistemology and theoretically 
framed within an ecology studies framework.  
As is consistent with an interative research design (Cresswell 2009; Maxwell 2018), 
the research questions in this study evolved and were revisited on several occasions. 
This was important for the study as it allowed for the development of new ideas and 
improvements. For instance, the study developed organically with the initial focus on 
the use of ICT for learning at home from the perspectives of parents and later 
developed to be inclusive of the lens of teachers and children, across both the home 
and school environments.  
Creswell (2009, p. 129) advises asking one or two central questions followed by no 
more than five to seven sub-questions. The central question is a ‘broad question’ so 
as not to curb the investigation. ‘The sub-questions narrow the focus of the study but 
leave open the questioning’.  
In the context of this study, the central research question is as follows: 
RQ1: How do children parents and teachers perceive the use of ICT for 
learning in Irish primary education? 
The following are the sub-questions related to the study: 
RQ2: To what extent is ICT used in the home and in the school by children 
for the purposes of learning? 
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RQ3: What are the barriers and the facilitators of ICT as a tool for learning 
at home and at school? 
 
1.8.1 Social Relevance of the Research Questions 
Braun and Clarke (2013) cite Gough et al. (2003, p. 5) who advise that ‘research 
questions should have some social relevance and originality’. Contextually, this 
study has taken place during a time of great advancements in technology with an 
increasing focus on the role that ICT use plays in our daily lives. In addition, as has 
been already noted, in Ireland, since the late 1990s a series of policy reforms (DES 
1997, 2015a) and large-scale public investment in technology in education (DES 
2001, 2015, 2020) has been evident in response to growing concerns that Ireland 
would be left behind in the ‘information society’ (DES 1997, pp. 2-3).  
Technology has evidently become a big part of children’s lives. Turkle (2011) 
considers it the ‘phantom limb’, where children expect it to be ‘always on, and 
always on them’ (p. 17). Parallel with developments and advancement in ICT in 
recent years had been the growing debate as to the dangers that ICT engagement and 
online activity can present for the wellbeing of children (Ferneding 2003; Turkle 
2013). Indeed, since Ferneding (2003) cautioned on the ‘growing omnipresence of 
electronic technologies in our lives’ (p. 1), children have increasingly become armed 
with an array of technological devices such as smartphones, tablets and laptops that 
are in turn saturated with applications and games. 
Thus, the research questions for this study are relevant, providing a detailed account 
of how ICT for school learning is viewed by children, parents and teachers within 
the wider social context of technology adoption in Ireland and, in particular, 
children’s immersion in the online world. The study provides an understanding of 
the lives of children in Ireland, ‘in the here-and-now’ which is regarded by Mason 
and Danby (2011) as an important contribution to child studies’ (p. 186).  
 
1.8.2 Originality of the Research Questions 
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Originality does not necessarily imply doing something completely new; it can be 
original due to topic, context, approach or the sample (Braun and Clarke 2013). 
While the topic of ICT for learning is not a new concept, an initial scoping of the 
extant literature on the use of ICT for learning highlighted some important issues. It 
became evident that many countries are showing a keen interest in the digital lives of 
young people. It was also apparent that the examination of ICT for learning in formal 
environments such as the school, is far more prominent in the literature than the non-
formal environment of the home (NCCA 2004; INTO 1985, 1996; Judge 2013; 
McGarr 2008; O’Neill and Dinh 2014). Selwyn (2010) advises that ‘greater attention 
is now needed to be paid to how digital technologies are actually being used-for 
better and worse-in “real world” educational settings’ (p. 66). 
This study considers the home as an important educational setting and views parents 
as educational partners in the adoption of ICT for learning, thus contributing to 
addressing a gap in the literature, particularly in the Irish context. In addition, 
adopting as its theoretical framework an Ecological Systems Theory approach 
permits an in-depth exploration of a number of factors, such as ‘pedagogical beliefs’ 
(Ertmer 1999; Ertmer et al. 2012) that may detract from or contribute to the adoption 
of ICT as a tool for learning. Furthermore, the methodological approach allowed for 
the exploration of the pedagogical relationships across mesosystems (home and 
school) in the adoption of ICT for learning.  
 
1.9 METHODOLOGY 
In line with the interpretative research paradigm, a qualitative approach was chosen 
to gain insight and understanding into the perspectives of children, parents and 
teachers on the use of ICT for learning. The views of the participants in this study, 
notwithstanding the role of the researcher in the project (Richards 2009), are central 
to providing rich detailed data. Mason (2018) advises that by sampling strategically 
across a number of contexts, and in the case of this study, the context of the home 
and the school, ‘we increase our chances of being able to use that very detail to 
understand not only how things work in specific contexts, but also how things work 
differently or similarly in other relevant contexts’ (p. 59). 
 
11 
This study drew on multiple perspectives (children, parents and teachers) sourced 
from a number of different primary school types, across both urban and rural 
locations in the Republic of Ireland. The primary source of data collection was the 
use of 6 focus groups with children, 23 semi-structured interviews with parents and 7 
semi-structured interviews with primary school teachers. To gain as wide as possible 
an understanding of the learning experiences as described by children, parents and 
teachers, learning in this study is assumed to be inclusive of formal, informal, and 
non-formal (Eshach 2007) learning experiences. 
 
1.10 THEORETICAL FRAMEWORK 
As a framework for analysis and interpretation, this study draws on Ecological 
Systems Theory (Bronfenbrenner, 1979). The focus of this model is both on 
individual and contextual factors and it provided a useful mechanism in exploring 
the use of digital technologies for learning by children, the influences of the most 
immediate microsystem environments (microsystems), the interactions across 
systems (mesosystems), as well as the social and cultural contexts and political 
trends (macrosystems) that can facilitate or impede the use of ICT for learning by 
children. An ecological perspective is a framework that encourages ‘connecting the 
dots’ between microsystem phenomenon and cultural context at the level of the 
macrosystem’ (O’Neill 2015, p. 18). A more detailed discussion on Ecological 
Systems Theory is presented in Chapter Two-Conceptual and Theoretical Literature 
and Chapter Three-Research Design.  
 
1.11 SIGNIFICANCE OF THE STUDY 
This study adds to a growing body of research on children’s use of digital 
technologies and contributes new knowledge regarding the use of ICT as a tool for 
school learning in school and at home through the lens of children, parents and 
teachers. The study builds on previous studies conducted, both nationally and 
internationally, that consider the use of digital technologies in the lives of children. 
Several reports advise on the need for further research in other settings and that 
include the perspectives of parents. For instance, The Digital Literacy in Primary 
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School report (2009), which included data from teacher and school principal 
interviews, classroom observations and digital artefacts, recommends the inclusion 
of parents and the use of media in the home ‘for a more complete analysis of the 
learning dynamic’ (DLIPS 2009, p. 92).  
In this study, data was collected after the most recent policy A Digital Strategy for 
Schools 2015-2020: Enhancing Teaching, Learning and Assessment (DES 2015a) 
was introduced, and it therefore offers unique insights at this particular time on how 
the policy was perceived by teachers and by parents. This study draws attention to 
the reality and complexity of ICT integration and adaption in the Irish context from 
the perspectives of teachers, children and parents.  
The study also sheds light on the ways and through whom children are acquiring their 
technical knowledge and skills, thus adding to a growing body of knowledge 
(Lauricella 2013; O’Neill and Dinh 2019) regarding children’s use of digital media. 
The study gives recognition to the importance of the home as a site of learning (Sefton 
Green 2004; Vygotsky 1978) and recognition to the important role parents play in their 
children’s education (Bronfenbrenner 1979; Daly 2009; Goodall 2015). The study also 
acknowledges the child as an active agent in his or her own development, that is, ‘a 
growing, dynamic entity that progressively moves into and restructures the 
environment in which it resides’ (Bronfenbrenner 1979, p. 21).  
Teacher pedagogical beliefs, which can act as an enabler or a barrier to technology 
integration (Ertmer 1999) and approaches to ICT use and integration, have received 
considerable attention (Donnelly et al. 2011; Ertmer 1999; Tondeur et al. 2016. 
However, the lack of studies from an Irish context has been noted by Cosgrove et al. 
(2013):  
While we can be fairly certain that there is effective use of ICTs in 
teaching and learning in many schools in Ireland, we know relatively 
little about them, because there is a dearth of research on what works 
effectively in our schools, and what may not represent effective use of 
ICTs  
 (Cosgrove et al. 2013, p. 15) 
 
Thus, by including teacher perspectives on the use of ICT for learning, we are 
provided with a more holistic and current understanding of the use of ICT for 
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learning. This present study adds to a growing body of knowledge of Irish research 
studies (Cosgrove et al. 2013; Judge 2013) and international research (Clarke and 
Abbott 2016; Ertmer 1999) regarding the present-day opportunities and obstacles 
that teachers are facing in their integration of ICT in the classrooms.  
 
1.12 THESIS OVERVIEW  
This chapter has presented the rationale for the study. The focus and significance of 
the research have been discussed and the development of the research questions has 
been outlined in detail. The theoretical and methodological frameworks have been 
introduced and are explored in detail in Chapter 2 and Chapter 3. 
Chapter 2 – Theoretical and Conceptual Literature: This chapter opens with the 
theoretical framework of the study (Bronfenbrenner 1979) and the rationale behind 
adopting an Ecological Systems Theory (EST) framework. It is followed by a review 
of the research literature that broadly aligns with the EST model. The most pertinent 
literature pertaining to ICT in education policy developments is presented, followed 
by the most relevant literature surrounding teachers’ pedagogical beliefs and teacher 
professional development. Relevant literature on digital technology use by children 
at home and school is presented followed by an overview of parental engagement 
literature with specific reference to the Irish context. In addition, relevant literature 
relating to the health and wellbeing of children’ digital lives is presented.  
Chapter 3 – Research Design: This chapter presents the research design of the 
study. The ontological and epistemological foundations of the study are discussed. A 
detailed account of the process involved in the design of the study, which includes 
use of a pilot study, the stages of data collection and data collection methods is 
provided. This chapter also provides an account of the process involved in analysing 
the qualitative data of the 23 semi-structured interviews with parents, 7 semi-
structured interviews with teachers and 6 focus group interviews with children. A 
detailed account of the coding scheme and analytic framework used is provided 
followed by an introduction to the themes of the study as produced through the 
analysis of the data. Ethical issues are also given due attention in this chapter with 
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particular respect to the children, parent and teacher participants. Finally, issues of 
validity and reliability are discussed in detail.  
Chapter 4 – Findings: Following the identification of themes in the previous 
chapter, chapter four presents the key findings of the research that are supported with 
extracts from interviews with the participant groups. The findings chapter is 
presented under the headings of four themes: ‘Living Unmercifully with ICT’; ‘The 
Possibility of Learning’; ‘The Only Exercise They’re Getting in their Thumbs’ and 
‘The Poisoned Chalice’.  
Chapter 5 – Discussion: Framed within the theoretical framework of the study, 
Ecological Systems Theory (Bronfenbrenner 1979, 1986) and the relevant extant 
literature, chapter five connects the data with the research questions through an 
analytic discussion of the findings that were presented in chapter 4.  
Chapter 6 – Conclusion: provides the concluding chapter to the study that includes 
a summary of the main findings of the thesis, outlines the implications of the study 
with regard to policy, practice and further research and provides a synthesis of key 
recommendations arising from this study. The strengths of the study are presented, 
and its limitations are acknowledged. The study concludes with a commentary on the 
final days of the writing up of this thesis during the global pandemic Covid-19.   
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CHAPTER 2: THEORETICAL AND CONCEPTUAL LITERATURE 
The purpose of this chapter is to place the research project within the broader context 
of ICT in education developments in Ireland. In recognition that ‘the theoretical 
framework provides a grounding base, or an anchor, for the literature review’ 
(Osanloo and Grant 2016, p. 12), the theoretical framework for this study, Ecological 
Systems Theory (Bronfenbrenner 1979) is presented in this chapter. It is followed by 
‘casting a broad net’ (Rocco and Plakhotnik 2009, p. 125) around the research topic 
with a review of the literature that broadly aligns with the concepts of the ecological 
model (Bronfenbrenner 1979).  
 
2.1 ECOLOGICAL SYSTEMS THEORY 
As a framework for research design, analysis and interpretation, this study draws on 
Ecological Systems Theory (Bronfenbrenner 1979). Urie Bronfenbrenner (1917-
2005), a founding member of the US ‘Headstart’ programme and synonymous with 
developmental research in early childhood education, provides a useful and 
insightful perspective into the various influences that impact childhood development. 
Bronfenbrenner had been critical of theoretical models of human development that 
had failed to recognise the importance of systems adjacent and encompassing that 
can impact the child’s most immediate environment (Bronfenbrenner 1974, 1976, 
1979). In order to better understand the complex inter-relationship between the 
individual and society, Bronfenbrenner (1979, 1986) argued for a consideration of 
the entire ecological system in which individual development occurs. Since learning 
and development are interrelated (Vygotsky 1978), an ecological approach 
recognises that children’s use of digital technologies for learning is not only as a 
result of activities within the immediate microsystem, but is also indirectly 
influenced by developments at more remote levels of the environment. By their very 
nature, digital technologies have now become an ever-expanding interwoven fabric 
of our human development. Consequently, attitudes towards digital technology as a 
tool for learning (child, parental and teacher perspectives), the tools (types of 
technologies) and resources (parental, teacher, working relationships, school and 
state support) that are available to help children learn, are important considerations 
in studies concerning children.  
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Known as ‘Ecological Systems Theory’ (hereafter EST), Bronfenbrenner’s original 
model consists of four systems that may impact on a child’s development. These 
systems include the microsystem, the mesosystem, the exosystem and the 
macrosystem. In the context of this study, these four systems demonstrate the 
complex sociocultural world of children’s use of digital technologies. As such, when 
viewed through the lens of an ecological model, it is evident that a myriad of factors 
may directly and indirectly impact on a child’s use of ICT for learning. In advance of 
describing the key elements of the framework, it is pertinent to make explicit which 
version of Bronfenbrenner’s theory is used in this study (Tudge et al. 2009). Since 
its inception in the 1970s, Bronfenbrenner’s original model has undergone several 
changes over several decades (Bronfenbrenner 1976, 1979; Bronfenbrenner and Ceci 
1994; Hayes et al. 2017; Tudge et al. 2009). 
Following the publication of the original model, Bronfenbrenner later added another 
level to the ecological model, chronosystems, which refer to the influence of time 
events (Hayes et al. 2017, p. 105) that occur in the child’s life. In addition, 
concerned that too much attention was focused on context without due consideration 
of the role of the individual (Hayes et al. 2017), Bronfenbrenner and Ceci (1994) 
later developed the bioecological model, a key feature of which was the importance 
of proximal processes. Proximal processes refer to the ongoing complex reciprocal 
interaction between the developing individual and people, and can also ‘involve 
interaction with objects and symbols’ (Bronfenbrenner and Morris 2007, p. 799).  
Another key element of the bioecological model is the role of the child’s 
characteristics such as biological and genetic factors (Bronfenbrenner and Ceci 1994; 
Darling 2007). The model has four elements: Process-Person-Context-Time - PPCT 
(Bronfenbrenner and Ceci 1994; Hayes et al. 2017). Tudge et al. (2009) advise that 
for a study to imply that they have used the biological model, all four elements of the 
biological model must be present: 
Scholars may of course choose to use an earlier version of the theory as 
the foundation of their research; they may also choose to base their study 
on only some of the major concepts of the developed version. In either 
case, however, this needs to be stated explicitly; neither the field nor the 
theory are well served if the study’s authors write that they are using 
“Bronfenbrenner’s ecological theory” or “Bronfenbrenner’s bioecological 
model” but instead use an earlier or partial version of the theory.  
 (Tudge et al. 2009, p. 4) 
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There are a number of reasons why this research project cannot be deemed to be 
aligned with Bronfenbrenner’s bioecological model. Firstly, the study does not 
explore specific person characteristics, ‘demand’ characteristics such as age and 
gender; ‘resource’ characteristics such as past experiences, skills, intelligence; and 
‘force’ characteristics such as temperament and motivation (Tudge et al. 2009, p. 5) 
and how these impact on children’s use of digital technologies for learning.  
Secondly, this is not a longitudinal study and therefore does not conform to the 
‘time’ element of the model. For instance, unlike the longitudinal nature of the 
‘Growing up in Ireland’ studies which are conducted by the Economic and Social 
Research Institute (ESRI), this study did not explore children’s digital technology at 
two particular points in time and did not seek to examine changes that might have 
incurred in that time. The findings of the study reflect instead the views of children, 
parents and teachers at a particular period in time, 2017-2018.  
Finally, ‘proximal processes’, a key feature of Bronfenbrenner’s work in the 1990s, 
are not explored in this study. While parents were asked for their views on the use of 
ICT for learning and for examples of how they might engage with their children’s 
learning through ICT, ongoing parent-child interactions using digital technologies 
were not observed. Similarly, neither peer interaction nor teacher-child interaction 
was observed. Finally, while this study acknowledges that changes in historical time 
such as an economic recession can limit a government’s ability to integrate ICT in 
schools, it does not examine the changes and continuities of children’s characteristics 
over time (chronosystem factors).  
While Bronfenbrenner himself criticised his earlier work for overlooking the role of 
the person in their own development (Bronfenbrenner and Ceci 1994), Tudge et al. 
(2009) contend that his work was never just about context. Likewise, Darling (2007) 
advises that there are several themes common throughout Bronfenbrenner’s work 
and these include the social and historical context, the active person and the 
‘impossibility of understanding human development processes in isolation’ (p. 205).  
Thus, this study utilises the earlier version of Bronfenbrenner’s model with its focus 
on a systems level analysis of the factors that impact on participants’ views of digital 
technologies for learning. What follows now is an overview of these systems with 
examples of how they are utilised as a framework within this study.  
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2.1.1 Key Elements of the Ecological Systems Theory Framework 
The key elements of Bronfenbrenner’s ecological model consist of four systems of 
interaction; microsystem, mesosystem, exosystem, macrosystem. The need to 
consider the interactions between all systems of the environment in a key component 
of the model.  
Figure 1, below, illustrates an adaptation of Bronfenbrenner’s EST model for the 
purposes of this study.  
 
 




Bronfenbrenner (1976, p. 5) proposed that ‘whether and how people learn in 
educational settings is a function of sets of forces, or systems, at two levels’. The 
first level is the microsystem that reflects the relationship between ‘the 
characteristics of learners and the surroundings in which they live out their lives 
(e.g., home, school, peer group, work place, neighborhood, community)’ 
(Bronfenbrenner 1976, p. 5). The microsystem is the child’s most immediate 
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environment and is where they learn initially about the world. Microsystems include 
the system of the family and the main context in which human development occurs; 
it is however, but one of several settings in which developmental process can and do 
occur (Bronfenbrenner 1979). Therefore, the school can be considered an important 
microsystem in the development and learning of a child. While parents play a key 
role in learning and development of their child (Epstein and Clark 2004; Goodall 
2013) and shaping the learning environment of the child, the ability of the child to 
shape the environment in which they reside and of ‘refashioning the environment so 
that it is more compatible with his abilities needs and desires’ was also recognised 
by Bronfenbrenner (1979, p. 10). This bi-directional relationship is a key feature of 
the model and has relevance for this study. Not only do the systems of the model 
impact on the developing individual, the individual also plays an important role in 
the effect their environment has on them. Bronfenbrenner’s emphasis on the child as 
an active agent, that is, “a growing, dynamic entity that progressively moves into and 
restructures the environment in which it resides” (Bronfenbrenner 1979, p. 21) has 
relevance for this study where the views of children regarding the use of ICT use in 
the home and school were sought. In addition, at a microsystems level, this study 
explores the types of technology in the home and the school and the kinds of 
activities children are engaged in when using these technologies.  
 
2.1.1.2 Mesosystem  
The second set of systems that in the EST model is the mesosystem, which connects 
two or more systems in which the child, parent and family live. ‘A mesosystem is 
thus a system of microsystems. It is formed or extended whenever the developing 
person moves into a new setting’ (Bronfenbrenner 1979, p. 25). The importance of 
good relationships between the home and school in supporting children’s learning in 
the home is well established in the research literature (Kiely et al. 2017; Goodall 
2018a; Grant 2011). By way of example, Bronfenbrenner (1979) advises that the 
ability of a child to learn how to read depends not only on the way the child is 
taught, but also on the relationship between the home and the school. In the context 
of this study therefore, is an exploration of the relationship between the school and 
the home in relation to learning with ICT and the extent to which this relationship 
 
20 
impacts on how ICT for learning is being used in the home and the school 
environment. The mesosystem may be in conflict, for example, if rules regarding 
technology use in school conflict with rules enforced at home. A recent example of 
conflict in the mesosystem is evident in a dispute in a secondary school in Co. 
Meath, Ireland, regarding the school’s ‘iPad only’ (emphasis added) policy for junior 
cycle students (Dunne et al. 2019). In this case, a campaign led by a parent has 
resulted in the school dropping the policy and would suggest that parental belief 
systems (macro level factors) were highly influential in this instance. 
 
2.1.1.3 Exosystem 
The exosystem is a more distant domain where the child may not immediately be 
present, however still impacts the development of the child and, in this case of this 
study, the child’s learning with digital technologies. It is a setting where the child 
‘may never enter’ but it still impacts on the child’s development. For instance, 
Bronfenbrenner (1979, p. 7) contends that ‘parents' evaluations of their own capacity 
to function, as well as their view of their child, are related to such external factors as 
flexibility of job schedules, adequacy of child-care arrangements’. Exosystem 
influences are evident, for example, if a parent due to work obligations may be 
unable to attend a parent teacher meeting, which may subsequently impact on the 
child’s learning or on the parent’s relationship with the school. Likewise, a parent 
may be financially restricted and unable to buy a child an iPad for school because 
the workplace had implemented a practice of reduced working hours. Educational 
policy or curriculum design are additional example of exosystem influences (Hayes 
et al. 2017). Bronfenbrenner (1979) considers a knowledge of social policy as 
important for researchers: 
Knowledge and analysis of social policy are essential for progress in 
developmental research because they alert the investigator to those 
aspects of the environment, both immediate and more remote, that are 
most critical for the cognitive, emotional, and social development of the 
person. Such knowledge and analysis can also lay bare ideological 
assumptions underlying, and sometimes profoundly limiting, the 
formulation of research problems and designs and thus the range of 
possible findings. 




An example of an exosystem influence in Ireland would be the introduction of the 
Education Act 1998 (Government of Ireland 1998) which specifies that parents have 
the right to be consulted and informed of all aspects of their child’s education. 
Schools are required to involve parents in school planning and to have parents as 
members of the management board. Such a requirement, for example, may 
consequently impact the mesosystem relationship between home and school. 
Therefore, the examination of ICT in Irish education policies and reports is 
warranted as important elements of this study.  
 
2.1.1.4 Macrosystem 
These microsystems, mesosystems, and exosystems are all under the influences of 
the larger cultural contexts, such as the economic and cultural values of its society. 
One example of a macrosystem influence in the Irish context would be wider societal 
attitudes to children. The UN Convention on the Rights of the Child, adopted by the 
UN General Assembly in 1989, is a comprehensive, internationally binding 
agreement that applied specifically to the rights of the child. Ratified in 1991, 
Ireland’s recognition of the ‘UN child’ as an active and ‘purposive agent’ (Giddens 
1984, p. 3) is evident in the subsequent publication of the Childcare Act 1991 and 
The National Children’s Strategy, Our Children-Their Lives (Department of Health 
and Children, 2000) which was published in 2000. It had its vision ‘An Ireland 
where children are respected as young citizens with a valued contribution to make 
and a voice of their own’ (2000, p. 10). The strategy adopts a 'whole child 
perspective', which it deems crucial to its success, recognising the multidimensional 
nature of all aspects of children’s lives: 
The ‘whole child’ perspective allows those working with or supporting 
children to focus on their particular interest and responsibility while, at 
the same time, recognising the multi-dimensional aspect of children’s 
lives. It identifies the capacity of children to shape their own lives as they 
grow, while also being shaped and supported by the world around them.  
 (Department of Health and Children 2000, p. 25) 
 
While the literature has pointed to a lack of children’s perspectives in research (Al 
Dosary 2017; Mason and Danby 2011), it is evident that in Ireland, there have been 
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attempts to consult with children in a number of studies and policy initiatives 
(Department of Health and Children 2000; DES 2015a, 2018; Growing Up in Ireland 
2017).  
Another example of a macrosystem influence would be wider societal attitudes to 
education. Education is a highly valued commodity in Ireland with many Irish 
parents of the view that their children will attend Higher Education (Smyth et al. 
2010). Christensen (2016, p. 25), drawing on the work of Drakenberg (2004), 
contends ‘we are living in a global village and the interplay between the different 
levels in a society has narrowed in which the connection between local and global 
has strengthened’. Thus an ‘ex-macro’ level has also been acknowledged in this 
study through a consideration of how the broader European and international 
influences can determine the direction, obstacles and opportunities available to 
children, families and schools in the adoption of digital technologies for learning.  
 
2.1.2 Section Summary 
This section has presented the main features of Ecological Systems Theory and has 
outlined how this present study has adopted as its theoretical framework, 
Bronfenbrenner’s earliest ecological model (Bronfenbrenner 1979). The following 
section presents the conceptual literature pertaining to macrosystem, exosystem, 
mesosystem and microsystems factors that require consideration in exploring the use 
of ICT for learning. Thus, there are points in the literature review where concepts 
and discussion of same may overlap.  
 
2.2 INTRODUCTION TO THE CONCEPTUAL LITERATURE 
Conceptually, and at a macro level, the study considers the historical (Rocco and 
Plakhotnik 2009) evolution of ICT in the Irish education system, with a specific 
focus on the policy initiatives and reports relating to ICT integration efforts by the 
Department of Education and Skills (DES) that have been published since 1998. 
Such developments are explored within broader external influence arising from 
bodies such as the European Union (EU) and the Organisation for Economic Co-
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operation and Development (OECD). Key issues are explored such as parental 
engagement in education in Ireland and more specifically parental perspectives on 
digital technologies in children’s lives (macro, micro and meso level factors). The 
most pertinent literature on children’s use of ICT in the home and school is also 
considered as is the literature surrounding teachers’ pedagogical beliefs (Donnelly et 
al. 2011; Ertmer 1999, 2005; McGarr and Donnelly 2011) and teacher professional 
development (Albion et al. 2015, Tondeur et al. 2016). The chapter starts with a 
presentation of the literature review conceptual map (Alias and Suradi 2008; 
Osanloo and Grant 2016) which is then followed by a brief overview of Irish 
Primary Education. Figure 2 provides the visual representation of the literature 
review conceptual map.   
 






2.3 OVERVIEW OF THE IRISH PRIMARY EDUCATION SYSTEM 
The Irish primary education system consists of eight years of schooling (junior 
infants, senior infants, and first to sixth classes) and children normally start between 
the ages of four and six. From there, children enter the post-primary system which is 
compulsory until the age of sixteen. The primary school system comprises state-
funded primary schools, schools for special education and some private primary 
schools. The state funded schools include religious schools, non-denominational 
schools such as ‘Educate Together’ and multi-denominational schools. In these 
schools, the curriculum is delivered through the English language. Gaelscoileanna 
primary schools, on the other hand, deliver the curriculum through the medium of 
the Irish language. Management of the Irish educational system lies with the 
Department of Education and Skills (DES). Policy development, teacher salaries, 
school inspections and most school funding are centrally administered through the 
DES. The Minister for Education has responsibility over policy and education while 
curriculum development lies with a designated statutory body, the National Council 
for Curriculum and Assessment (NCCA). There are two curriculum documents that 
underpin the primary school curriculum. The first is the Primary School Curriculum 
1999 (DES 1999) which is divided in to seven areas which are then subdivided into 
subjects. These include: 
• Language: Gaeilge and English 
• Mathematics 
• Social, environmental and scientific education (SESE): History, Geography 
and Science 
• Arts education: visual arts, music and drama 
• Physical education 
• Social, personal and health education (SPHE) 
• Religious or ethical education whose responsibility lies with the different 
school patron bodies. 
 
The second curriculum document, Aistear: The Early Childhood Curriculum 
Framework (NCCA 2009) was introduced in 2009 and addresses learning from birth 
to six years. The Aistear curriculum is used in the junior and senior infant classes of 
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primary school.1 ICT is seen as embedded in the Primary School Curriculum 1999 
and Aistear rather than being a separate subject in its own right (DES 1997, 1999, 
2015; NCCA 2009).  
 
2.4 SETTING THE SCENE FOR ICT INTEGRATION IN IRISH PRIMARY 
SCHOOLS  
Attempts to introduce computers in Irish schools can be traced back to the early 
1970s when teachers with an interest in ICT were offered training by the Department 
of Education during the summer months of 1971 (CESI 2019; McGarr 2008). 
Arising of these courses, the Computers in Education Society of Ireland (CESI), a 
professional network for teachers, was formed in 1971 with two aims: the 
development of teacher education in computers and the introduction of computer 
studies in the post-primary curriculum (CESI 2019). In the years that followed, 
however, developments were slow – much to the frustration of the Irish National 
Teachers’ Organisation (INTO), who had been very critical of the government’s 
failure to grasp the importance of the use of technology in education (INTO 1996), 
arguing that ‘the majority of teachers and children at primary level remain 
technologically illiterate in a technological age’ (INTO 1996, p. 24). External 
international pressures were also mounting from organisations such as the European 
Community (EC) and the Organisation for Economic Co-operation and Development 
(OECD). In the context of this present study that considers the use of ICT through an 
ecological lens, it is therefore important to consider how ex-macro (Christensen 
2016) international influences impacted the development of ICT in education policy 
in Ireland.  
 
2.4.1 International Influences 
Ireland had joined the OECD in 1948, formerly known as the OEEC (Organisation 
for European Economic Cooperation) and has been a member of the European Union 
 
1 Junior and Senior Infants incorporate the first two years of primary school in Ireland. 
Children in these classes typically range in ages 4-6 years.  
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(EU), earlier known as the EEC (European Economic Community) and the EC, since 
1973. Lawn and Grek (2012) refer to the European Union as both an agent and a 
conduit of Europeanisation and the OECD as ‘one of the most powerful of 
institutional actors in the momentum for Europeanization’ (p.117). They further 
highlight its role in the development of ‘A new kind of ‘measuring’ logic about 
governing education in Europe’ (p.119). Indeed, concerns regarding a growing trend 
towards the globalisation and marketisation of education with a focus on 
standardisation, statistics and accountability have been highlighted by a number of 
commentators (Apple 2012; Ball 1998; Lynch 2012; Simmie 2012). In the Irish 
context, this is evident for example in the system of national testing which has been a 
feature of the Irish primary school system for many years (INTO 2008).  
The Educational Research Centre, Dublin, administers two international tests in Irish 
primary schools on behalf of the Department of Education and Skills (DES); 
Progress in International Reading 2012 Literacy Study (PIRLS) and Trends in 
Mathematics and Science Study (TIMSS). PIRLS and TIMSS are designed to assess 
the reading, mathematics and science achievement of fourth-class pupils.2 Ireland 
has taken part in TIMSS in 1995, 2011 and 2015. Information from such tests led to 
a concern with ‘falling standards’ in mathematics and English and provided the 
impetus for the introduction the Literacy and Numeracy for Learning and Life (2011, 
p. 8) strategy. This strategy required English-medium schools to implement 
standardised testing in English reading and mathematics during the period May/June 
for all students in 2nd, 4th and 6th classes (DES Circular 0138/2006). Time spent on 
mathematics, English and Irish increased and schools were asked to make 
arrangements for these changes by integrating literacy and numeracy skills with 
other curriculum areas, using some or all of discretionary curriculum time for 
literacy and numeracy activities and re-allocating time spent on the other subjects in 
the curriculum to the development of literacy and numeracy. Irish fourth-class pupils 
ranked 9th out of 49 countries in mathematics (up from 17th out of 50 countries in 
 
2 Irish children attend primary school for a period of eight years (approximate ages 4-12 
years). Fourth class children are in their 6th year of primary school and are normally aged 
10 years old.  
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2011) in TIMSS 2015 which suggests that the additional time allocated to numeracy 
is making an impact. 
The focus on national testing reflect DES aspirations in ‘maintaining the confidence 
of the international community’ which according to Gleeson (2010, p. 108) ‘has 
always been an overriding interest in relation to curriculum reform’. In an analysis of 
education policy text from 2000-2012, Simmie (2012) highlights an embedded neo-
liberal discourse in Irish education policy developments with a focus on 
accountability and performativity. More specifically, in relation to ICT in education 
policy, a number of studies that have highlighted the permeation of technologies into 
the education sphere as being linked to a neo-liberal agenda nationally (Johnston 
2014; McGarr and McDonagh 2015) and internationally (Egea 2014). Ferneding 
(2003) questions the technocentric and functionalist assumptions that drive current 
reform policies. She suggests that our culture has adopted ‘an uncritical approach to 
technology adoption’ (p.2) described by Winner (1977, p. 324) as ‘technological 
somnambulism’. A comparable concern runs through the work of Zhao and Conway 
(2001) and Zhao et al. (2006) in their analysis of dominant discourse in state 
technology plans: 
To summarize, we found that the portrayal of technology in the13 
national ICT plans seem to have the following characteristics: reliance on 
newest technology as the default definition of technology; a utopian view 
of the potential of ICTs; myopic in relation to the long-term impact of 
technological innovations; and a focus on “hard” aspects of ICT, that is, 
hardware and structure, rather than the “softer” aspects such as teacher 
development and school culture. 
 (Zhao et al. 2006, p. 687) 
 
Thus, it was within a context of national pressure as well as a growing international 
competitiveness, that ICT education policies in Ireland were developed. However, 
the 1980s in Ireland were dogged by persistent economic difficulties and the climate 
was not ripe for the investment in ICT in education. It was not until the 1990s when 
a period of intense economic growth commenced in Ireland and the ‘Celtic Tiger’ 





2.4.2 ‘Schools IT2000 - A Policy Framework for the New Millennium’ 
In 1997, the government of Ireland introduced Schools IT2000 - A Policy 
Framework for the New Millennium (DES 1997), (hereafter referred to as Schools 
IT2000), the first ICT policy in education in response to growing concerns that 
Ireland would be left behind in the information society:  
Ireland lags significantly behind its European partners in the integration 
of information and communication technologies (ICTs) into first and 
second-level education. Ireland is presently ranked in the third division 
(at position 23) by the International Data Corporation (IDC) in terms of 
its state of preparedness for the information age.  
 (DES 1997, p. 4) 
 
The publication was intended as a policy framework to progress the integration of 
ICT into primary and secondary schools and was the first of a series of publications 
addressing ICT in Irish education. An initial investment of IR£40million was 
followed by a further IR£107.92 million. The fundamental aim of the policy was to 
develop an infrastructure to ensure where: 
pupils in every school should have opportunities to achieve computer 
literacy and to equip themselves for participation in the information 
society; support is given to teachers to develop and renew professional 
skills, which will enable them to utilise ICT as part of the learning 
environment of the school. 
 (DES 1997, pp. 2-3). 
 
The policy included implementation initiatives; the Technology Integration Initiative 
(TII); the Teaching Skills Initiative (TSI); Schools Support Initiative (SSI) and the 
development of an on-line resource portal called ‘Scoilnet’. The integration of ICT 
on a pilot basis was conducted in forty lead schools known as the Schools 
Integration Project (SIP). The National Centre for Technology in Education (NCTE) 
was set up in March 1998 to implement the policy within which there was a policy 
formulation unit. A Blueprint for the Future of ICT in Irish Education, a three-year 
action plan, was issued in 2001, the main objectives of which were to build on the 
progress achieved under Schools IT2000 through additional investment in capital, 
increased access to the Internet and Internet technologies and further integration of 
ICT in teaching and learning.  
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Professional development opportunities for teachers also featured significantly in the 
action plan. A number of reports were published in the years that followed: Investing 
Effectively in Information and Communication Technologies in Schools 2008-2013 
(DES 2008a); Report of the Minister’s Strategy Group (DES 2008) and Smart 
Schools = Smart Economy: Report of the ICT in Schools Joint Advisory Group to the 
Minister for Education and Science (DES 2009). In addition, in the year that 
followed the publication of Schools IT2000, a new primary school curriculum, The 
Revised Primary School Curriculum 1999 (DES 1999) was announced. The new 
curriculum further stressed the importance of ICT integration for providing enhanced 
learning opportunities for children: 
Technological skills are increasingly important for advancement in 
education, work, and leisure. The curriculum integrates ICT into the 
teaching and learning process and provides children with opportunities to 
use modern technology to enhance their learning in all subjects  
 (DES 1999, p. 29) 
 
The curriculum document emphasised education as helping ‘to equip children to 
share in the benefits of the society in which they live and to contribute effectively to 
that society’s sustenance and evolution’ (Government of Ireland 1999, p. 6). The 
policy, was highly cognisant of the role of the teacher and the quality of teaching, 
which were considered paramount to the success of children’s learning: ‘the quality 
of the teaching more than anything else determines the success of the child’s 
learning and development in school’ (DES 1999, p. 20). Following the publication of 
the curriculum, guidelines for teachers were issued endorsing the use of ICT in the 
classroom as a means to present teachers and children with ‘educational tools and 
resources, which extend their learning environment’ advising that taken with the 
aims and objective of the primary school curriculum, ‘these technology tools have 
the potential to augment and transform classroom learning and teaching’. 
ICT was also seen as a motivator for children’s learning and ‘as a powerful stimulus 
for the child’s talk about his or her learning experiences’ (DES 1996, p. 6). However, 
the difficulties with ICT infrastructural issues and a period of a ‘policy vacuum’, 
according to Judge (2013, p. 310), made the realisation of the NCCA (2007) 
framework for embedding ICT in curriculum and assessment very challenging. In 
addition, the severe global economic downturn experienced during the period 2008-
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2014 and which has severe consequences on Irish government public funding was 
not conducive to spending large amount of money on ICT integration. 
 
2.4.3 A Digital Strategy for Schools 2015-2020: Enhancing Teaching, Learning 
and Assessment 
An ICT census in Schools took place in 2013 (Cosgrove et al. 2013) as part of the 
development phases for a new policy, which, in conjunction with a lengthy 
consultation process with the public, focus groups with teachers, parents, children 
and key stakeholder education groups, resulted in the publication of a new policy in 
2015 A Digital Strategy for Schools 2015-2020: Enhancing Teaching, Learning and 
Assessment (DES 2015a), hereafter known as the Digital Strategy. Action plans were 
subsequently issued in 2017, 2018 and in 2019 which build on the key aims and 
objectives of the strategy. The vision of ICT integration was to: 
Realise the potential of digital technologies to enhance teaching, learning 
and assessment so that Ireland’s young people become engaged thinkers, 
active learners, knowledge constructors and global citizens to participate 
fully in society and the economy. 
 (DES 2015a, p. 12) 
 
The policy included a €210 million investment in ICT infrastructure grants for 
primary and post-primary Schools. A key feature of the Digital Strategy was the 
development of ‘The Digital Learning Framework’ (DLF), a resource to assist in the 
embedding of digital technologies into teaching, learning and assessment activities 
of Schools. Professional development for teachers also featured highly in the policy 
and between October 2018 and April 2019, the PDST (Professional Development 
Service for Teachers) Technology in Education team delivered seminars to almost 
2,000 schools across Ireland.  
While the policy contained a number of priority areas, three are worth mentioning: to 
promote ‘Scoilnet’ and other services as the national reference point for high quality 
digital content; to enhance access to continuing professional development (CPD) for 
teachers and to develop technical support solutions for schools. The Digital Strategy 
also highlights the role of all stakeholders working together to support the 
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integration of ICT in Irish schools (DES 2015a), which is of key importance to this 
present study, where the views of children, teachers and parents are sought on the 
use of ICT for learning,  
 
2.4.4 Commentary on Schools IT2000 and a Digital Strategy  
Schools IT2000 (DES 1997) laid the foundations for any future plans and policies 
that later surfaced with regards to ICT in education. Subsequent plans were designed 
and implemented as a response to growing awareness of the importance that ICT 
would have in creating the knowledge economy. There were however some notable 
differences between the Schools IT2000 and the Digital Strategy which has 
significance for this study.  
Firstly, the rhetoric of the Digital Strategy reveals a more tempered approach to ICT 
integration and has as its focus a ‘student-centred’ rather than ‘technology driven’ 
approach (McGarr and Johnson 2019, p. 18). While Schools IT2000 came about to 
‘to highlight a perceived crisis or problem’ and reflected a strong economic 
rationale, McGarr and Johnson (2019) argue that the Digital Strategy reveals a 
‘pedagogical maturity’ where the ‘reactionary tone’ of the first policy was replaced 
by ‘with more educationally grounded concerns’ (p.17).  
Informed by a number of reports (Cosgrove et al. 2013; DES 2015a), there was a 
gradual realisation by the DES that ICT integration in schools was a complex 
endeavour. In particular, there was a greater understanding in the Digital Strategy 
that successful implementation of ICT in schools needed to go beyond infrastructural 
considerations and required for example a greater focus on CPD opportunities for 
teachers. Teachers were envisioned as taking responsibility over their own learning 
opportunities and ‘where appropriate designing and participating in learning 
communities that make extensive use of technology’ (DES 2015a, p. 13). Such a 
proposal has implications for this present study that not only explores the views of 
teachers as a tool for learning, but also seeks their insight on the availability of ICT 
related CPD formal and informal opportunities.  
Secondly, the Digital Strategy envisions parents engaging with their children’s 
learning through the use of digital technologies, collaborating with and participating 
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in school activities and programmes using ICT. This would suggest that parents were 
no longer on the periphery of ICT policy developments that impacted their children’s 
learning which has relevance for this present study, where not only are the views of 
parents on digital technologies as a tool for learning are sought, but also parental 
awareness of how ICT is being used in schools for the purposes of learning. 
 
2.4.5 Key Developments resulting from Schools IT2000 and the Digital Strategy 
Since the publication of Schools IT2000 in 1997, there have been significant 
developments in integrating ICT in the primary school curriculum. The NCTE 
(National Council for Teacher Education) developed short ICT courses for teachers 
and during the period 1998-2000 and 70% of teachers had attended at least one of 
such courses (Mulkeen 2003a). There was also a reduction in the ratios of pupils to 
computers and an increase in the proportion of teachers who were including ICT in 
their teaching practices, from 35% in 1997 to 71% in 2000 (NPADC 2001). In 
addition, 98% of schools were connected to the Internet by 2001 (NPADC 2001).  
One of the founding goals of CESI is being realised with the offering of Computer 
Science as a Leaving Certificate3 subject in some secondary schools since 2018. 
Introduction of coding and computational thinking into the primary school 
curriculum is also being considered by the DES and developments are underway 
following work by the NCCA with 40 schools between 2017 and 2019 as part of the 
Coding in Primary Schools Initiative (NCCA 2019). The development of a new 
curriculum framework is underway in 2020 and the concept of ‘being a digital 
learner’ is one of its key competencies: 
Through empowering children to be active digital citizens, this 
competency develops their responsible, safe and ethical use of 
technology. This competency enables children to critically engage and 
contribute in a digitally connected and interdependent world. 
 (NCCA 2020, p. 8) 
 
3  The Leaving Certificate is a state examination taken at the end of secondary school in 
Ireland. Regarded as a ‘high stakes’ (Smyth and Banks 2012) examination based on a 





These developments as indicated here reflect a slow and gradual implementation of 
ICT integration in Irish education over a period of thirty years. However, as the 
research literature has highlighted, aspirations to embed ICT in the curriculum was 
met with several infrastructural, investment and professional development challenges 
which is now discussed in the following section.  
 
2.4.6 Barriers to ICT integration 
The barriers to ICT integration in schools have been well noted in the research 
literature (Donnelly et al. 2011; Ertmer 1999; Judge 2013; Livingstone 2012) with 
some studies highlighting the limited impact that ICT reforms have had on teachers’ 
classroom practices (Donnelly et al. 2011; Jamieson-Proctor et al. 2006). 
Livingstone (2012) argues that schools have been slow to integrate ICT in pedagogy 
due to the lack of evidence that demonstrates an improvement in learning. In 
addition, she advises of the failure to recognise the resource intensive demands that 
ICT integration places on the school in terms of teacher training and preparation of 
materials and (policy related and practical problems).  
Ertmer (1999), with reference to the work of Brickner (1995), defines barriers in 
terms of first and second order barriers. First order barriers include lack of access to 
computers and software, inadequate time for planning and lack of technical and 
administrative support. Second-order barriers refer to teachers’ beliefs about 
teaching and computers and classroom practices. Ertmer (1999) notes that although 
schools have become better equipped with computers, first order barriers may be 
eliminated through additional resources and training, ‘confronting second-order 
barriers requires challenging one's belief systems and the institutionalized routines of 
one's practice’. Ertmer (1999) also advises ‘Whereas beliefs (second-order barriers) 
may impede meaningful use, first-order barriers may hinder actualization of more 
facilitative beliefs’ (p. 53). In the decade that followed the publication of Schools 
IT2000, it is evident that a number of first and second order barriers were hindering 




2.4.6.1 First Order Barriers – Infrastructure 
A number of factors hindering the integration of ICT in the curriculum including 
poor infrastructure and technical support were highlighted by Department of 
Education initiated studies such as the Inspectorate Evaluation Studies (DES 2008a) 
and NCCA reports (2005, 2008). In addition, the Irish National Teachers’ 
Organisation (INTO) were particularly outspoken about the challenges faced by 
schools and considered the initial impetus of Schools IT2000 having become a 
distant memory. The INTO Curriculum Survey (INTO 2006) reported a high 
proportion of teachers (78%) using ICT to support children’s learning but a low 
incidence of ICT use is subject specific areas (20% or less) pointing to both the lack 
and unreliability of computers available to primary teachers. Similarly, proceedings 
of the Consultative Conference on Education by the INTO (2007) was scathing of 
the Irish government attempts to integrate ICT in schools: 
Regrettably, the pragmatism of politics and politicians and budgetary 
constraints mean especially at primary level, that what is delivered is 
more about semblance than significance, is more about short term cost 
than lasting value for money and more about what can be delivered in a 
short time frame, namely in the period before the next election, than an 
investment in the future of our nation and its young people.  
 (INTO 2007, p. 35) 
 
2.4.6.2 First-Order Barriers – Teacher CPD  
Teacher Continuous Professional Development (CPD) is organised through the 
Professional Development Service for Teachers (PDST), a support service of the 
DES (see Figure 3, below). The Teaching Council, established by statute in 2006, is 
the professional standards body for the teaching profession, which promotes and 
regulates professional standards in teaching in Ireland. It acts in an advisory capacity 
to the Department of Education in relation to teacher CPD. Its code of conduct 
(2016) advises teachers to ‘take personal responsibility for sustaining and improving 
the quality of their professional practice’ through keeping up to date with their 
professional knowledge, reflecting on their professional practice and engage in 
opportunities for ‘career-long professional development’ (The Teaching Council 




Figure 3: The PDST portal where teachers can avail of information regarding CPD 
opportunities.  
 
CPD is seen as a key factor in in the integration of ICT in schools and has been 
referred to in all key policies and plans related to policy since 1998. Many countries 
such as Finland and Singapore invest significantly in CPD opportunities for teachers 
(Darling-Hammond 2017). Singapore introduced its first ICT in Education 
Masterplan in 1997, roughly around the same time as Schools IT2000 was 
introduced in Ireland. A notable difference between the Irish and Singaporean policy 
was the Singaporean emphasis on professional development for teachers.  
A UNESCO (2004) report highlights some key features of the Singaporean policy 
noting that ‘School authorities reviewed the implementation of the ICT in Education 
Master Plan continuously to ensure that all the teachers were involved and were able 
to cope with the process’ (p. 107). The report also found that some school leaders 
employed additional technology assistants to assist teachers and purchased laptops 
(p. 72). In addition, teachers were entitled to one hundred hours of professional 
development, being either fully sponsored or highly subsidised (p. 123). ICT core 
training for all schools was completed by May 2001 (p. 44). In the Irish context, 
however, there has been an expectation that teachers employed in schools would take 
on this additional role. This reflects what Simmie (2012) describes as a ‘neo-liberal 
tune’ whereby ‘responsibility and accountability is pushed downwards to lower 
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layers in the hierarchical chain and brokers no opportunity for 360-degree feedback, 
contestation or any alternative worldview’ (Simmie 2012, p. 488).  
In the period that followed IT2000, some schools were allocated an ICT co-ordinator 
role via a designated role of responsibility. This however, was more common in the 
post-primary schools’ sector whereas in the primary sector, ‘the task fell 
predominantly to the principal’ (DES 2008a, p. 73). The Inspector evaluation report 
also found that the success of integration was ‘dependant very much on the vision 
and commitment of the principal’ (DES 2008b, p. 73). Furthermore, McGarr and 
Kearney (2009), in a study examining the role of the principal in the integration of 
ICT in primary schools, found that support from the DES was inadequate.  
Judge (2013) provides some interesting insights regarding professional development 
in Ireland from a study entitled the ‘Hermes’ project which was part of the Schools 
Integration Project (SIP) project strand of Schools IT2000. The study involved nine 
primary schools in Dublin, Ireland, whereby schools were set up with 30 networked 
computers that had wireless broadband capacity (Judge 2013). The study found that 
prior to commencing training as part of the project, only 33% of teacher participants 
indicated that they felt ICT confident as a result of previous training. Notably, 
interviews with the teachers following training through the Hermes project revealed 
‘that teachers finally began to see how computers could be used to support teaching 
and learning’ (Judge 2013, p. 320). The findings of Judge (2013) concur with 
previous reports indicating that ongoing training for teachers in the use of ICT is 
important factor in the successful integration of ICT in schools (UNESCO 2004).  
Ertmer (1999) suggests that a clear school vision, amongst other things, is required 
in addressing first order barriers and cites the work of Sandholtz (1997) for listing 
three main strategies of modelling, reflection, and collaboration for developing a 
vision: 
Teachers need increased and varied opportunities to see other teachers, to 
confront their actions and examine their motives, and to reflect critically 
on the consequences of their choices, decisions, and actions. They need 
opportunities for ongoing dialogue about their experiences and for 
continuous development of their abilities to imagine and discover more 
powerful learning experiences for their students. 




This need for ongoing dialogue, sharing research and the importance of collaboration 
between teachers and other educational stakeholders is reflected in an initiative by 
the Teaching Council through the ‘CROÍ’ Research Series (Collaboration and 
Research for Ongoing Innovation). Furthermore, a number of additional initiatives 
that reflect the move to online learning communities include ‘The Teachers' 
Research Exchange’ (T-REX) which is an online project connecting the research 
communities of teachers and students and higher education researchers, aimed at 
supporting a research culture within the teaching profession. Likewise, ‘#Edchatie’, 
is an online Twitter forum where teachers can post, question and share information 
regarding ICT issues and has been in existence for several years.  
Professional learning communities are regarded by Hargreaves (2003) as a means of 
‘securing longer-term, sustainable improvements in our schools -serving as the 
sleepers and the ballast of educational change’ (p. 162). Engagement in such 
communities can be an enabler to technology integration practices as was found in 
comments by teachers in a study by Ertmer et al. (2016). On the other hand, such 
practices can be problematic and endorse various forms of ‘digital labour’ or ‘virtual 
work’ through the expectation that teachers take responsibility for and actively seek 
out professional development experiences in their own time (Bergviken Rensfeldt et 
al. 2018).  
 
2.4.6.3 Second-Order Barriers- Teachers’ Pedagogical Beliefs and ICT use 
Teachers’ pedagogical beliefs are deemed important in influencing how digital tools 
are integrated in schools (Butler et al. 2013; Cosgrove et al. 2013, Ertmer 1999, 
Ertmer et al. 2016). Teachers’ beliefs regarding technology integration are shaped by 
macro and micro contextual factors such national educational policies and personal 
experiences (Mertala 2019a). Acknowledging ‘the systemic and cultural nature of 
the change process’, Ertmer (1999, p. 48) views teachers ‘as being key to the change 
process, coordinating "fit" from within their individual teaching contexts’. 
 A study was conducted by Ertmer et al. (2016) exploring the pedagogical beliefs 
and classroom practices of twelve teachers (nine taught at elementary school, two at 
middle and one at middle and high) in the United States who had high level, award 
winning use of technology. All twelve participating teachers indicated that their own 
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attitudes and beliefs were not a barrier, with five of the teachers indicating that their 
own attitudes and beliefs were the most influential factor in enabling them to 
integrate technology. The study also revealed that it was the attitudes and beliefs of 
other teachers that were the most ‘impactful barrier on students’ use of technology’ 
(Ertmer et al. 2016, p. 428).  
It can be therefore concluded from these studies’ findings, that how teachers view 
technology has important implications for their practices in the classroom and 
consequently has relevance for this present study where teachers’ perspectives on the 
use of ICT for learning are sought.  
 
2.4.7 Section Summary 
This section has offered an exosystems, macrosystems and ex-macro (Christensen 
2016) insight into the factors that influence the integration of ICT in schools. It is 
clear from a review of the literature, that a growing international interest in the 
possibilities that technology had to offer education together with increasing concerns 
that Ireland would trail behind its global competitors, provided the Irish government 
with a driving impetus to develop ICT in education polices. It is also evident that the 
utopian vision for education (Ferneding 2003; Zhao et al. 2006) as evident in ICT 
education policy developments and subsequent reports, had fallen short of the 
realities on the ground as experienced by teachers at a microsystem level in schools. 
This reflects what Selwyn calls the ‘messy realities of digital technology use (and 
indeed non-use) in schools’ (Selwyn 2011a, cited in Judge 2013, p. 328). Indeed, it 
can be concluded that there have been widespread challenges to ICT integration that 
include infrastructural, financial and professional development difficulties. The 
following section offers insight into the literature pertaining to the use of digital 
technologies for learning.  
2.5 LEARNING WITH DIGITAL TECHNOLOGIES 
It is clear from the above discussion that great recognition is given by the Irish 
government to the importance of embedding digital technologies in children’s 
learning activities (DES 1999, 2011, 2015; NCCA 2020). Both Schools IT2000 
(NPADC 2001) and a Digital Strategy (DES 2015a) highlight the benefits that ICT 
 
39 
brings to children’s learning as do a number of ICT education international plans. 
However, a review of the literature points to limited research in this area and a lack 
of evidence that supports this claim.  
For example, Hilton (2016) contends that, notwithstanding the persistent growth of 
iPad use in schools, research on the learning outcomes of iPad integration and its 
influence on primary school students’ attitudes to and engagement in mathematics is 
largely unavailable. Likewise, while research indicates that mobile technology can 
scaffold student learning, the informal context of children reading with mobile 
technology remains underexplored (Eustler 2018).  
The literature also reveals that ascertaining the impact of ICT on learning is difficult 
(Hsin et al. 2014; Livingstone 2012). Higgins et al. (2012) provide a useful insight 
into the kind of challenges surrounding determining the impact of ICT on learning: 
The increasing variety of digital technologies and the diversity of 
contexts and settings in which the research has been conducted, 
combined with the challenges in synthesising evidence from different 
methodologies, makes it difficult to identify clear and specific 
implications for educational practice in schools.  
 (Higgins et al. 2012, p. 3) 
 
In addition to the variety of contexts and methodological challenges associated with 
ascertaining ICT impact on learning (Livingstone 2012), a number of commentators 
also advise that the pace of and proliferation of technology ‘outpaces the academic 
community’s ability to maintain a robust, relevant evidence base’ (Hiniker et al. 
2019, p. 3). Biagi and Loi (2013) consider evaluating the impact of ICT on learning 
outcomes as ‘daunting’ (p. 28) and point to the number of characteristics that require 
consideration, such as the ‘micro’ characteristics (the student and family), ‘meso’ 
(characteristics of the school) and ‘macro’ which incorporate institutional factors 
such as teacher training practices and infrastructure (Biagi and Loi 2013, p. 29).  
The studies that have examined the impact of ICT on learning show mixed results. A 
meta-analysis on the impact of digital technologies on the attainment of 5-18 year 
olds conducted by Higgins et al. (2012) reported that ‘the correlational and 
experimental evidence does not offer a convincing case for the general impact of 
digital technology on learning outcomes (p. 3). They caution against technological 
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solutions for education change, noting the significance of the pedagogical 
application of technology as one of the most important findings from their research:  
There is no doubt that technology engages and motivates young people. 
However, this benefit is only an advantage for learning if the activity is 
effectively aligned with what is to be learned. It is therefore the pedagogy 
of the application of technology in the classroom which is important: the 
how rather than the what. This is the crucial lesson emerging from the 
research. 
 (Higgins et al. 2012, p. 3) 
 
Similar conclusions have been reached by Cosgrove et al. (2013, p.35) who advise 
‘that technology in and of itself does not have an impact on learning; instead, its 
impact depends on how it is used’. Likewise, some commentators caution against the 
assumption that the introduction of technologies will provide for greater engagement 
(Attard 2013; Hilton 2016). Nevertheless, several studies have highlighted the 
benefits of learning through digital technologies.  
 
2.5.1 Benefits of Learning with Digital Technologies 
While the literature would suggest that ascertaining the impact of ICT on children’s 
learning is challenging, there are nonetheless many studies that show that learning 
with digital technologies bring benefits to children’s learning. In a systematic 
literature review (94 studies from 87 articles) on empirical studies of how 
technologies influence young children’s learning, Hsin et al. (2014) found that 61 of 
the studies reported positive findings, 24 found no difference and ‘only two reported 
negative outcomes’ (p. 90).They conclude that ‘The impact of technology on 
children’s learning is conditional by children’s age, experience, time spend using the 
technologies, and gender’ (Hsin et al. 2014, p. 91).  
A number of studies exploring the use of digital technologies in mathematics 
learning that have reported some levels of improved student engagement (Attard 
2015; Divjak and Tomić 2011). Digital technologies are also seen as bringing 
benefits to language subjects such as the Irish language (Cahill 2012; Government of 
Ireland 2010). Despite Irish being the official language of Ireland, English is the 
language of the majority. While almost 39% of the population claim to speak Irish 
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(CSO 2016), one in four state they have never spoken it. Irish is a core subject of the 
primary school curriculum. A number of reports have highlighted a drop in standards 
in the use of the language since the 1980s (Harris 2006). In addition, research has 
shown that many children find that learning the language is difficult (Harris 2006; 
Cahill 2012), which is somewhat due to the fact that the language is not spoken in 
the majority of homes in Ireland, and the opportunities for children for speaking Irish 
that live outside of Gaeltacht4 areas in quite limited (Harris et al. 2006). Technology 
is seen by some researchers as a means to connect Irish speakers together to form a 
virtual language community and to create an environment where Irish is used to 
communicate in meaningful and authentic ways (Devitt 2019).  
Digital technologies, and in particular Assistive Technology (AT), are also deemed 
to bring many benefits to the learning environment of children with special 
educational needs (Hilton 2018). A literature review study by Wynne et al. (2016) 
exploring student, parent and teacher experiences of AT use found (notwithstanding 
methodological and definitional issues) that there was a high level of agreement 
regarding the positive impact that assistive technology has on education. In Ireland, 
the 2013 ICT Census in Schools (Cosgrove et al. 2013) found that software to 
support literacy, followed by software to support numeracy was the most common 
AT used.  
 
2.5.2 Learning on Mobile Devices 
Handheld portable devices such as tablets and smartphones have become 
increasingly popular amongst children. Consequently, there has been a keen interest 
from the research community, largely since 2010 (Bano et al. 2018) regarding the 
use of mobile technologies to scaffold student learning (Eustler 2018). Mobile 
technologies according to Pachler et al. (2010, p. 2) can ‘serve as a meaningful 
resource for learning in formal and informal contexts’ that can support children’s 
learning and bridge home and school environments (Shuler 2009b).  
 
4 Gaeltacht refers to the regions of Ireland where the Irish language is primarily spoken.  
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Drawing on literature regarding children’s use of Portable Digital Devices (PDDs), 
Sergi et al. (2017) conclude that PDDs have the potential to improve cognitive, 
social and physical development skills. In a longitudinal study exploring iPad use in 
a primary school in Australia, Hilton (2018) reported high levels of engagement by 
students who may not have engaged previously and those with learning needs. 
Similarly, a study conducted by Clarke and Abbott (2016) exploring the impact of 
impact of iPad use on 25 P15 (aged 4-5) children in Northern Ireland found increased 
levels of engagement, motivation, independent learning and collaboration.  
A UK study on mobile devices comparing two schools in the UK, with 14-16-year-
olds at two English academies was conducted by Walker (2013). One of the 
academies provides mobile devices (i-Pod touch) for the pupils, while the second 
banned the use of mobile devices. Results from the study demonstrate that pupils at 
both schools used their mobile devices for learning, but that there was significantly 
more use at the school that permitted the use of mobile devices. The results also 
demonstrated that students at both schools believed that mobile devices helped with 
their learning. However, no additional details were provided in this study regarding 
the specific areas of learning that were found to benefit the students.  
 
2.5.3 The use of Applications or ‘Apps’ for learning 
As devices have become smaller and more accessible, particularly in the format of 
the smartphone, applications are now used daily that assist people to go about their 
daily lives in areas such as shopping, banking, travelling, entertainment and 
communication. The field of education has not escaped with hundreds of thousands 
of applications being marketed as supporting the learning and educational needs of 
children. In recent years, children have had increasing access to applications or 
‘apps’ that have been designed for learning on these mobile devices.  
In a systematic literature review on educational app learning in young children, 
Griffith et al. (2020) found evidence of learning benefits across multiple studies, in 
 
5 P1 is the term used to describe the first year of primary school in British schools. It is the 
equivalent of ‘junior infants’ in the Republic of Ireland.  
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particular for early mathematics. Hirsh-Pasek et al. (2015) point to the usefulness of 
apps for learning that include opportunities for informal learning ‘when designed in 
educationally appropriate ways’ (p. 4).They note however, that many applications 
are ‘masquerading’ as educational (p. 24) They suggest that the design of 
educational apps should be underpinned by active, engaged, meaningful, and socially 
interactive learning experiences ‘rather than simply mimicking and extending older 
media like books, worksheets, television, or even video games (p. 26). 
 
2.5.4 Digital Games for Learning 
The educational value of digital games has been explored in several studies (Freitas 
and Oliver 2006; Pachraskeva et al. 2010; Robertson 2007; Shin et al. 2011). The 
concept of ‘edutainment’ (Gros 2007; Rapeepisarn et al. 2006; Rapeepisarn et al. 
2008) has been widely used to describe the use of technology and entertainment for 
academic educational purposes as opposed to commercial gaming software designed 
purely for entertainment purposes.  
Some commentators suggest that games can engage and motivate learners (Anneta et 
al. 2009;), can promote challenges and cooperation (Gros 2007) with some studies 
pointing to an increase in student academic performance (Biagi and Loi 2013). In a 
literature review of 26 studies conducted by Acquah and Katz (2020) exploring the 
impact of digital games on language learning, it was found that digital learning 
games produced positive learning outcomes such as motivation and engagement.  
In a review of the literature conducted by Divjak and Tomić (2011) on the impact of 
games for learning, they advise that using computer games results in a better quality 
of the teaching process, creates positive attitudes in pupils towards mathematics, 
increases active participation in mathematics. They contend that ‘mathematical 
computer games should become an integral part of contemporary teaching strategies 
and their usage one of the goals of contemporary education (p. 28). On the other 
hand, in a review of studies examining the use of video and serious games for 
learning, Girard et al. (2012) advise that it is difficult to draw reliable conclusions on 
the effectiveness of video games and serious games due to the diversity of the digital 
technologies and the diversity of contexts in which the research has been conducted. 
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They suggest that the effectiveness of video games and serious games ‘remains to be 
proven’, noting a ‘lack of precision in the definition of the category of tool studied’ 
(p. 214).  
It can be thus surmised from an analysis of the literature that there is lack of 
consensus among researchers regarding the effectiveness of digital games as a tool 
for children’s learning.  
 
2.5.5 Disadvantages of Learning with Digital Technologies 
Some studies point to the negative impact of mobile phone use on children’s learning 
outcomes. A study conducted by Dempsey et al. (2019) for the Economic and Social 
Research Institute (ESRI) using data on 8,500 nine-year-old children in Ireland from 
the ‘Growing Up in Ireland’ study, examined how children with longer or shorter 
periods of mobile phone ownership performed on standardised reading and 
mathematics tests. Findings from the study reveal a 4 percentile lower level of exam 
performance in reading and mathematics at age 13 from children who owned a 
mobile phone at aged 9. The study also reveals that children’s access to mobile 
phones is influenced by their family and school characteristics. Children with more 
highly educated parents and those with higher incomes are less likely to own a phone 
at a young age, while children attending more socially disadvantaged schools are 
more likely to have phones. However, the study’s authors said such factors were 
considered when assessing the outcomes for their research, and the negative 
association between early smartphone use and academic development was consistent 
regardless of background.  
 
2.5.6 Section Summary 
Overall, a complex picture emerges concerning the impact of digital technologies on 
learning with many researchers pointing to the lack of robust evidence on the impact 
of technology on children’s academic development (Dempsey et al. 2019). In 
addition, a number of methodological challenges appear to be widespread in 
evaluating the impact of ICT on learning (Biagi and Loi 2013). Nevertheless, it is 
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also apparent from a review of the literature that a positive finding across multiple 
studies is increased engagement in learning by children when using a digital device. 
In addition, a growing body of literature on the use of mobile devices for learning 
would suggest mobile devices can offer a potential source of providing independent 
learning opportunities for children that can be accessed anytime and anywhere 
(Shuler 2009b). Furthermore, mobile technologies are seen as a means of connecting 
formal and informal learning environments which is more fully discussed in the 
following section.  
 
2.6 ICT IN FORMAL AND INFORMAL LEARNING CONTEXTS 
The significance of non-formal and informal learning environments in the 
contribution to the formation of knowledge and learning is extensively recognised 
(Illich 1973; Sefton-Green 2013; Somekh 2007; Vadeboncoeur 2006). Sefton-Green 
(2013) advises that context is more than just about the place where learning takes 
place: 
In essence, context encompasses the set of relationships- visible, 
invisible, inherited and assumed- in which the social interactions of the 
learning take place. 
 (Sefton-Green 2013, p. 20) 
 
Learning can be formal (in school and structured), non-formal (planned but flexible 
such as in afterschool clubs) and informal which ‘applies to situations in life that 
come about spontaneously’ and is distinguished from the other two by having no 
authority figure or mediator (Eshach 2007, p. 173). Goodall (2018b) contends that 
learning ‘is a continual process, which happens at times at school, supported by 
school staff, and at times elsewhere, supported by a wide range of individuals, 
foremost among them parents’ (p.15). Thus, learning can be without boundaries and 
‘can and does take place in many different contexts beyond formalized schooling 
including after school clubs, homes, peer cultures, museums, galleries, and other 
community settings’ (Lewin and Charania 2018, p. 2).  
Interestingly, Prensky (2010) contends that ‘the place where the biggest educational 
changes have come is not our schools; it is everywhere else but our schools’ (p. 1). 
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Instead, young people are finding spaces outside of schools where ‘kids are teaching 
themselves and each other all kinds of important and truly useful things about their 
real present and future’ (p. 2). An example of such a space would be the ‘Coder 
Dojo’ movement which started in Ireland in 2013. This is an out of school free 
coding club for children run by volunteers which has 109 clubs and 58,000 members 
worldwide (Coder Dojo 2019). 
While Sefton-Green (2003) cautions that the term informal learning ‘covers too 
many areas of activity to be a very useful phrase’ and ‘co-exists with formal learning 
rather than being in contradiction to it’ (p. 49), the recognition that children engage 
in digital practices in both informal and formal learning spaces (Sefton Green et al. 
2016, p. 18) has relevance for this study. As such, while the focus of the study is an 
exploration of participants’ views on the use of ICT for school learning, this research 
project is also interested in hearing about the use of digital technologies by children 
for formal, non-formal and informal learning opportunities that cut across the 
boundaries of the settings of the home and the school.  
 
2.7 THE USE OF ICT AT HOME 
The emergence of new technologies provides for new learning opportunities to emerge 
in the home environment and ‘remains the most important location for Internet use’ 
(O’Neill 2012, p. 179). More than a physical setting, the concept of home is also 
produced through the activities and interactions of those who live there (Plowman 
2015, p. 194) and is ‘both a technological landscape with differences in the provision 
of, and access to, technological artefacts and as a social landscape in which the 
family supports learning’ (Plowman et al. 2008, p. 305). Church (2010) contends 
that the “home” and media technologies exist in a relationship of mutual 
confirmation. ‘Media technologies become an intimate aspect of our lives via 
incorporation into the space/time rhythms of home, at the same time as their 
existence signifies that we have come home’ (Church 2010, p. 272).  
In the last decade there has been significant adoption of ICT in the home 
environment (CSO 2019; NCCA 2019; O’Neill and Dinh 2015). Children grow up in 
media-rich homes (Chaudron et al. 2015; CSO 2019; Grant 2011; Rideout et al. 
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2010). Recent figures released by the CSO (Information and Communications 
Technology (ICT) Household Survey carried out in Quarter 1 2019) indicate that 
91% of Irish households have Internet access with fixed broadband being the most 
common type of household Internet access at 84%, compared with 47% using mobile 
broadband (more than one type of Internet connection may be used). The survey also 
found that 79% use the Internet every day or almost every day, and of this cohort, 
almost six in ten (58%) use the Internet several times a day. The most common 
Internet activities include looking for information on goods and services and use of 
email.  
Further insight into key national ICT developments is provided through ‘The Digital 
Economy and Society Index’ (DESI) which provides information on Europe’s digital 
performance and tracks the progress of EU Member States in digital 
competitiveness. DESI has five components 
1. Connectivity (Fixed broadband, mobile broadband, fast and ultrafast 
broadband and prices. 
2. Human capital internet user skills and advanced skills. 
3. Use of Internet (Citizens ‘use of Internet services and online transactions). 
4. Integration of digital technology (Business digitisation and e-commerce). 
5. Digital public services (e-Government). 
This present study is exploring the use of ICT for learning, how children access ICT 
and at home and at school and parental engagement with their children’s digital 
learning activities  Therefore, of most relevance to this study is the ‘Connectivity’, 
the ‘Human Capital’ and ‘Use of Internet’ dimensions of DESI. The Country Report 
Ireland (DESI 2019) demonstrates that broadband speeds have increased 
dramatically in the last five years, brining Ireland in 5th place with a fast broadband 
coverage in 96% of households. However, connectivity issues in rural Ireland 
(Government of Ireland 2019) fixed broadband and the cost of fixed broadband 
remains a difficulty; Ireland is one of the expensive countries for fixed broadband 
access (DESI 2019).  
With regards to digital skills, there are two dimensions to the human capital 
dimension of DESI; ‘Internet user skills’ and ‘advanced skills and development’. 
Internet user skills draws on the European Commission’s Digital Skills Indicator, 
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which is calculated based on the number and complexity of activities involving the 
use of digital devices. ‘Advanced skills and development’ include indicators on ICT 
employment skills and graduates. Ireland performs above the EU average in high-
level digital skills, having the 2nd largest share of ICT graduates and the share of ICT 
specialists in the workforce. However, findings reveal that less than half (48%) of 
the adult population has at least basic digital skills deemed below the EU average (57 
%). This is an important finding for this present study that examines how adults, 
teachers and parents are using ICT to support children’s learning.  Regarding use of 
the Internet, DESI (2019) reported the most popular online activities are 
entertainment (music, videos and games), social networks, shopping and banking.  
 
2.7.1 Devices in the Home 
Many of the digital devices that are used in the home are now mobile (European 
Commission 2020; O’Neill and Dinh 2015) and reflect ‘the shift to a post-desktop 
ecology’ (O’Neill and Dinh 2015, p. 11). For instance, parents and children who 
partook in research regarding coding in Irish primary schools (NCCA 2019) 
identified devices such as the iPod, iPad, Tablets or Kindles as being used by 
children in the home. This was followed by computers (55%), games consoles 
connected to the Internet (48%), mobile phones with access to the Internet (40%) 
and finally mobile phone with voice and texting functions (26%). EU Kids online 
2020 (Smahel et al. 2019) reports that in most countries less than half of the children 
aged 9-16 access the Internet through a desktop computer or notebook. While Ireland 
did not participate in the EU Kids Online 2020 study, results from the 2010 survey 
indicate that Irish children aged 9 to 16 predominantly use mobile devices to access 
the Internet and that 72% of Irish children use the Internet daily at home using a 
range of mobile and smart devices. Studies which have been conducted outside of 
Europe reveal similar findings.  
In the US for example, a review of media in the lives of 8-18 year olds conducted by 
the Kaiser Family Foundation (Rideout et al. 2010) found that ‘The transformation 
of the cell phone into a media content delivery platform, and the widespread 
adoption of the iPod and other MP3 devices, have facilitated an explosion in media 
consumption among American youth’ (p. 3). In Australia, Neumann (2015) 
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examined the home digital environment of Australian parents and their children 
(aged 2 to 4; N = 69) and found that mobile computers had a higher level of presence 
in the home than desktop computers ‘with over 80% of families owning one or more 
tablets perhaps reflecting a shifting home preference to mobile computers’ (p. 7). 
Findings from the UK shows a similar picture, with the Office of Communications 
(2015) reporting that 81% of children have access to a tablet computer in the home, 
an increase of 30 percentage points since 2013 (from 51%). 
 
2.7.2 Children’s Use of Digital Technologies 
Children now have access to a wide variety of digital devices (Lauricella et al. 2013; 
NCCA 2019) and it is evident that children use digital technologies for a variety of 
tasks including homework, searching the Internet for school work, communicating 
with friends and family, social networking and producing their own multimedia. 
Hobbies and interests appear to be popular uses of children’s computer use at home 
(Kent and Facer 2004). In Ireland, the NCCA (2019) report indicates that children 
predominantly used technology and the Internet at home for entertainment purposes, 
searching the Internet for research for schoolwork, communicating with family and 
friends, producing their own multimedia, and social networking. Such findings are 
consistent with European findings, Chaudron et al. (2015), who found that little 
consideration was given to using digital technologies at home for learning. In the 
UK, Livingstone et al. (2011) illustrate the number of activities in which children are 
engaged online. Drawing on data from EU Kids Online survey of 25,142 children, it 
was found that 83% of children were playing games online, 76% were watching 
video clips and 85% were using the Internet for schoolwork. Similarly, Kerawalla 
and Crook (2002) found that the 7-11 year-old children in their UK based study (n = 
33) spent most of their time on games not used in classroom practices, despite 
parental aspirations that the computers in the home should support their children’s 






2.7.3 Young Children using Technology 
Research would suggest that children are using technology from a very young age 
(Murray et al. 2017; O’Neill and Dinh 2014). Downey et al. (2007) found that their 
study confirmed trends towards the growing presence of technology in childhood at 
all ages. Data available through the Growing Up in Ireland 6 studies provide insight 
into Irish children’s screen usage at five years old (Murray et al. 2019). Analysis of 
the data collected for that study revealed that most children had at least some screen-
time on the average weekday, with the most common duration being ‘less than two 
hours’ (55%), but 14% typically had three hours or more. Television was the most 
common activity (37%). The study also reported that ‘as part of their screen-time, 
three-quarters of five-year-olds played on an electronic device of some kind 
(computer, tablet or smartphone) at least occasionally, with over a quarter doing so 
every day’ (p. 82).  
 
2.7.4 Difference Between Home and School Use 
For many years, a number of studies have pointed to a higher use of computers at 
home by students compared to at school (Cosgrove et al. 2013; Cuban 2003). The 
difference between home and school use is quite quite dramatic in Ireland; 73% of 
Irish 9-16 year old children report using the Internet daily at home and just 7% of 
children report using the Internet in school on a daily basis (O’Neill and Dinh 
2015b). The difference between home and school use is evident in other countries 
and is consistent with previous research findings on higher uses of ICT in the home 
than in the school (Downes 2006; Mumtaz 2001). Kent and Facer (2004) consider 
the differences lie rather in their propensity to be ‘inflected’ with particular practices 
between home and school use (p. 453).  
At home, children engage in computer activities often associated with ‘leisure’, such 
as game play or media activities (Kent and Facer 2004). Schools on the other hand 
can ‘act as an important gateway for many young people to engage with resources 
 




such as those that offer mathematical manipulations (using charts, graphs, tables) 
that are frequently in evidence in the home environment’ (p.453). However, Kent 
and Facer (2004) contend that the ‘clear demarcation’ between home and school use 
of computers is less obvious when there is overlap between the practices of home 
and school use (p.453). While school use of computers has tended to be perceived as 
residing in the formal learning approach and the home as one located in the informal 
situ, Kent and Facer (2004) found instances of several overlapping practices located 
in both environments. Browsing the web and playing computer games featured in 
school and in the home where the computer was being used for more formal learning 
opportunities.  
It also appears that many students are now entering school with digital skills they 
have acquired at home (Prensky 2001). In a study examining digital technology use 
by children across eight European countries, Chaudron et al. (2018) found that 
young children between 0-8 years of age obtain their digital skills at home. 
Comments from Irish secondary school principals report similar findings advising 
‘that the increased use of ICT by pupils in the home may challenge schools to 
consider alternative uses of the technology, since the pupils will have acquired the 
basic skills through home use and will not be motivated by simple skills activities’ 
(McGarr and Kearney 2009, p. 99).  
 
2.7.5 Section Summary 
It is clear from the research literature, which is predominantly large-scale European 
studies on children’s technology-use at home, that children are engaging in digital 
and online activities, mostly through mobile devices, from a very young age. These 
activities are primarily characterised by the entertainment and communication value 
that modern digital technologies have to offer. Analysis of the literature also points 
to higher access to and use of digital technologies at home compared to school use 
with an indication that children are acquiring their digital skills at home. It is also 
evident that there is little available Irish literature that demonstrates the kinds of ICT 




2.8 PARENTAL ENGAGEMENT 
Parents play a key role in the learning and development of their children and are 
viewed as important partners in their children’s education (Deforges 2003; Epstein 
2001; Epstein and Clark 2004; Harris and Goodhall 2008; Goodall 2013; IPPN 
2007; MacGiolla Phádraig 2010). Research suggests that where parents are involved, 
children do better in school; they are likely to be motivated, have higher grades and 
have better mental health outcomes (Borgonovi and Montt 2012). Where parents 
demonstrate interest and enjoyment in their children’s learning, there is significant 
impact on the children’s learning, school outcomes and the development of ‘valuable 
transversal skills’ such as goal setting and planning (de Oliveira Lima et al. 2019).  
Although it is well established that parents play a vital role in the educational 
outcomes of their children, there has been some debate as to the terminology used to 
describe ‘parental engagement’. While it is beyond the scope of this study to present 
the literature pertaining to this debate, the terms that appear in the research literature 
include such as ‘parental involvement (Epstein 2001; Kavanagh 2013) and ‘parental 
engagement (Goodall 2013; Goodall and Montgomery 2014).  
Goodall and Montgomery (2014) for instance suggest that ‘involvement’ implies 
taking part in an activity, whereas the term ‘engagement’ implies a sense of 
ownership meaning ‘parental engagement will involve a greater commitment, a 
greater ownership of action, than will parental involvement with schools’ (p. 400). 
Recognising for example the varying usage of the terms in the literature, Kiely et al. 
(2017) use the terms ‘parental involvement, engagement and partnership’ in their 
NCCA and NCP commissioned research with five Irish primary schools. This 
present study takes a broad interpretation of the term that includes parental 
engagement with their children’s learning and parental involvement in and 
engagement in home-school related activity.  
Parental engagement in their children’s education can be affected by several factors 
that include socio-economic factors, levels of parental education and single-parent 
status (Desforges and Abouchaar 2003). Using data from PISA 2006, Borgonovi and 
Montt (2012) revealed that parents from socio-economically disadvantaged 
backgrounds are less likely to be involved in activities such as reading to their 
children and discussing complex topics with them. Findings by Helper and Eynon 
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(2010) also advise that ‘The stronger a person’s educational background the more 
likely they are to feel confident in their ICT skills and use the Internet for learning 
activities, specifically fact checking and training and learning’ (p. 514). Issues of 
digital exclusion, commonly referred to as the ‘digital divide’, has been extensively 
examined at a scholarship and policy level (Livingstone 2007; Mulqueen 2003; 
Notten et al. 2009; Tsatsou 2011).  
The effectiveness of parental engagement also depends on the focus on learning and 
attitude in the home towards learning (Goodall 2013). Additionally, children’s 
attitudes towards subjects are impacted by how their parents view the subject. For 
example, in The Twenty-Classes Study conducted by Harris and Murtagh (1999), it 
was found that in the learning of the Irish language, parental encouragement had ‘a 
strong positive effect on pupil achievement in Irish and an even stronger effect on 
pupils’ attitudes and motivation to learn Irish’ (Harris 2006, p. 7). Similarly, 
mathematics education is an example of the importance of the supportive role of the 
parent in having a positive impact on how their child engages with the subject 
(Goodall et al. 2017; Ryan 2019). In particular, the passing on of parents’ positive 
attitudes towards learning is conducive to their children’s levels of achievement 
(Goodall et al. 2017). It is parents’ informal support of children’s learning at home 
(Gilleece 2015) and what parents do to support learning in the school and in the 
home that makes the difference to achievement (Harris and Goodall 2008).  
 
2.8.1 Parental Engagement in Irish Primary Education 
In Ireland, there have been many policy developments that illustrate the extent to 
which parents are now recognised by the Irish state as important stakeholders in their 
children’s education. The following provides an overview of pertinent policy 
developments and DES circulars that recognise parents as stakeholders in Irish 
education: 
• Bunreacht na hÉireann/Constitution of Ireland 1937 (Government of Ireland 
1937): Article 42 of the Irish Constitution recognises that ‘the primary and 
natural educator of the child is the Family’. 
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• Circular 24/91 - ‘Parents as Partners in Education’ (DES 1991): This 
circular advises that partnership with parents in education is a policy aim of 
the government. Schools are required to provide parents with as much 
information as possible on all aspects of their children’s education, to 
establish an active parents’ association, and to develop a parental 
involvement policy 
• The Education Act 1998 (Government of Ireland 1998): The Education Act 
requires schools to involve parents in school planning and to have parents as 
members of the management board and states that parents have the right to be 
consulted on and informed of all aspects of their child’s education. 
• The 1999 Curriculum (DES 1999): The 1999 curriculum recognises the 
parent as ‘the child’s primary educators, and the life of the home is the most 
potent factor in his or her development during the primary school years’ (p. 
21). Close cooperation and consultation with parents is emphasised.  
• Education for Persons with Special Educational Needs (EPSEN) 2004: This 
Act requires parents to have the opportunity to contribute to the development 
and implementation of Individual Education Plans (IEPs). 
• The Education Bill 2016 (DES 2019): The Education Bill 2016 (General 
Scheme of an Education [Parent and Student Charter] is a proposed 
amendment to the Education Act 1998 and requires every school to consult 
with parents and students on key issues and publish and operate a ‘Parent and 
Student Charter’ in line with national statutory guideline. 
 
Within the context of Irish policy formulation in general, a partnership approach had 
been adopted by the Irish government as is reflected in many of the policy 
documents of the 1990s and beyond. The establishment of the Boards of 
Management structure in schools, the creation of the National Parents Council 
Primary (NPC), the growth of the Irish medium schools, Gaelscoileanna, and multi-
denominational schools all reflect a move towards involving parents in the education 
of their children. The National Parents Council (NPC) has representation on the 
NCCA. As a means of supporting parents with their children’s learning, the NCCA 
has a range of resources on their website which are directed at parents (NCCA 
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2020b). However, Kiely et al. (2017) found that most parents were not aware of such 
resources.  
The first Irish ICT in education policy, Schools IT2000 spoke about the importance 
of partnering with parents as ‘a vital dimension of Schools IT2000 (DES 1997, p. 
12). The most current policy, the Digital Strategy (DES 2015a) points to the 
importance of the wider school community and envisages parents engaging with 
their children’s learning using digital technologies and collaborating with and 
participating in school activities and programmes using ICT. This marks a shift 
perhaps by Irish government policy makers as seeing beyond the limited concept of 
‘parental involvement’ to the more all-encompassing, holistic notion of ‘parental 
engagement’ reflecting children’s learning, both in and out of school contexts 
(Goodall and Montgomery 2014; Kent and Facer 2004). It appears that Irish parents 
are generally happy with their schools. Drawing on data from PIRLS and TIMSS 
2011 (PT 2011), Eivers and Clerkin (2013) reported that in Ireland, 89% of parents 
agreed a lot (original emphasis) that their child’s school provided a safe 
environment, which was higher than the PIRLS average of 66%. In their analysis of 
the data, they also found that 85% of parents agreed a lot (original emphasis) that 
“My child’s school cares about my child’s progress in school” which was above the 
PIRLS average of 65% (p. 113). However, Eivers and Clerkin (2013) advise that 
their examination of the research literature would suggest that parental involvement 
in Ireland is largely limited to helping with homework ‘fundraising and rubber-
stamping of decisions already made within the school’ (p. 106). Analysis of the data 
also reveals that 20% of Irish pupils’ parents were never informed about the 
educational goals and pedagogic principles of the school which was ten times the 
PIRLS and TIMSS study average of 2%. In addition, findings from the work of 
Kavanagh (2013), Kellaghan et al. (2010) and MacGiolla Phádraig (2010) would 
suggest that parents would like more information about their children’s learning in 
school that go beyond annual parent teacher meetings. 
2.8.2 Developing Relationship between Home and School through ICT 
The development of relationships between the schools and parents is essential in 
supporting parents engage with their children’s learning in the home (Goodall 2018a; 
Grant 2011). The Teaching Council (2016) advises that teachers should ‘seek to 
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develop positive relationships with pupils/students, colleagues, parents, school 
management and others in the school community, that are characterised by 
professional integrity and judgement’ (p. 6). The role of the school principal is also 
seen as foremost in determining the success of parent-school relations (Barr and 
Saltmarsh 2014).  
The use of ICT as a means of linking and/or communicating between the home and 
school is seen as important in supporting children’s learning (Blanchard 1998; Grant 
2009; Gilleece and Eivers 2018; Goodall 2015). The NCCA (2004) guidelines for 
teachers on the use of ICT in the primary school curriculum advise that ‘The facility 
for schools and classes to create their own website and web pages can be a powerful 
motivator, as it provides a forum for publication of children’s school work, thereby 
opening a communication channel between schools, children, parents and others (p. 
141). For example, in Ireland, initiatives such as Webwise, the DES online platform, 
are forging links between home and schools by providing advice to parents and 
teachers regarding children’s online activities (DES 2018). However, Gilleece and 
Eivers (2018), in an analysis of 100 primary schools in Ireland, report that ‘findings 
show that primary school websites do not comprehensively address the information 
needs of either group of parents and highlight areas of potential improvement’ (p. 
60).  
 
2.8.3 Parental Perspectives on ICT for Learning 
Parental perception of digital media attitudes and parenting practices are of central 
importance to children’s experiences of the use of digital technologies (Dias et al. 
2016). It appears however, that parents may underestimate their own role, in helping 
their children use technology. A UK study by Plowman et al. (2008) of three- and 
four-year-old children’s uses of technology at home found, based on a survey of 346 
families and 24 case studies, that parents tended to consider that their children are 
mainly self-taught and underestimated their own role in supporting learning. The 
study found that ‘In most cases parents saw children’s developing competencies as a 
natural, unmediated process in which learning happened without teaching’ (p. 303). 
Findings from the study also revealed that some parents believed that children had 
greater proficiency with technologies than adults. Such findings may support the 
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notion of the ‘digital native’, a phrase coined by Prensky (2001) to describe a 
generation born after 1980. This categorisation however has received considerable 
criticism with many disagreeing with this generational classification (Bayne and 
Ross 2011; Helsper and Eynon 2010; Selwyn 2009). For example, in an analysis of 
data from the 2007 Oxford Internet Survey (OxIS), Helsper and Eynon (2010) found 
that ‘generation alone does not adequately define if someone is a digital native or 
not’ but that several factors play a role: 
It appears that younger people do have a greater range of ICTs in their 
household, tend to use the Internet as a first port of call, have higher 
levels of Internet self-efficacy, multi-task more and use the Internet for 
fact checking and formal learning activities. Nevertheless, generation was 
not the only significant variable in explaining these activities: gender, 
education, experience and breadth of use also play a part. 
 (Helsper and Eynon 2010, p. 515) 
 
Helsper and Eynon (2010) also found that there are similarities across generations, 
which was largely based on how much experience people have using technologies. 
Similarly, Bullen and Morgan (2016) advise that the focus should be on the digital 
learner rather than the digital native, the issues are social rather than generational and 
that ‘today’s learners, regardless of age, are on a continuum of technology access, 
skill, use and comfort’ (p. 65). While it is evident that children have access to a wide 
variety of technologies, so too do teachers and parents and ‘we are now entering a 
period where the parents of children born today might themselves very much come 
from a generation that itself had been labelled, digital’ (Sefton-Green et al. 2016,  
p. 3) 
A limited number of studies provide insight into what Irish parents think of digital 
technologies. For example, in a report exploring digital literacy in primary schools in 
Ireland (Casey et al. 2009), media use in the home was not explored; nor were the 
views of parents sought. Similarly, Ireland did not partake in a number of 
international investigations such as the European Commission’s Joint Research 
Centre (JRC) studies (Chaudron et al. 2015, 2018).  
The studies on parental perspectives that do exist, both national and international, 
show that many parents consider digital technologies important for their children’s 
future (Chaudron et al 2015; Downes 2007; Zaman et al. 2016). Downes (2002) 
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found that Australian parents considered familiarity with digital technologies as 
being important for the future and spoke about the educational benefits of 
technology. Similar findings have been reported by Hatzigianni and Margetts (2014) 
in an Australian study that included children (primary and preschool), their parents 
and their teachers. The findings of this study reveal that parents felt that it was 
important for young children to learn how to use technology at a young age, so as to 
be prepared for their future. In the Irish context, the publication of a recent report 
Primary Developments, Final report on the Coding in Primary Schools Initiative 
(NCCA 2019) also provides some similar insights. The parent survey of this 
report revealed that parents felt it was important for young children’s futures that 
they are acquainted with technology.  
Some studies show that parents have mixed feelings about the role of technology in 
their children’s lives (Dias et al. 2016; Hollingworth et al. 2011; NCCA 2019) and 
highlight the tensions felt by parents who acknowledge the potential of digital 
technologies for learning. For instance, a qualitative Belgian study by Zaman et al. 
(2016) found that whilst parents are not in favour of digital play replacing 
undertakings such as physical and leisure activities, they were comfortable with its 
use when it came to media use for educational goals or as a means of occupying the 
child. The study also found that ‘Even when holding negative attitudes towards 
digital media penetrating the home environment, parents seem to acknowledge 
beneficial uses’ (p.16). Similar findings are reported by Dias et al. (2016) which 
demonstrate the tensions felt by parents who, on the one hand, provide the 
technology for their children and, on the other, are concerned with protecting their 
children from online danger. Using data from EU Kids Online, Dias et al. analysed 
data of data from 10 Belgian, 10 German, 10 Latvian and 10 Portuguese families, 
resulting in a total sample of 68 parents and 39 children from the target group aged 
6-7 years old. Five children under the age of 6 were also interviewed. Further context 
was provided by indirectly or directly observing 32 children outside the target group 
in the interviewed families. The study also found that while parents recognise the 
educational potential of technology, the devices were mainly used for entertainment 
purposes (Dias et al. 2016).  
The literature also reveals how different social class backgrounds can also inform 
how technology for learning is used in the home. For example, Hollingworth et al. 
 
59 
(2011) found that that middle-class parents were more confident to play a role in 
their children’s learning with technology compared to working class parents:  
Parents in professional forms of employment were able to transpose their 
organizational capital, embodied skills and dispositions used in their 
working lives to facilitate their parenting strategies and practices. … In 
other words, their understandings and negotiation of the uses and 
meanings of technology are infused by their wider classed relations to the 
social world. 
 (Hollingworth et al. 2011, p. 358) 
 
The study also found that families who had broadband access spoke positively about 
their children’s learning with technology, whereas families without Internet access 
spoke about the anxiety related to finding Internet access for their children. This, 
according to Hollingworth et al. (2011), ‘appeared to dominate over celebratory 
accounts of the learning potential of new technologies’ (p. 350). Concerns for the 
wellbeing of children as a consequence of digital technology use is now further 
explored in the following section, followed by the literature on the mediation 
strategies enacted by parents in their attempt to alleviate such concerns.  
 
2.8.4 Parental concern regarding Children’s Digital Technology use 
With the growth in the use of digital devices as media to transport information and 
knowledge, there is growing apprehension at the impact that the online environment 
and multimedia age is having on children. In the last decade, there has been a 
considerable increase in the amount of Internet use by children (Smahel et al. 2020) 
and there is growing debate as to the dangers that the accessibility of ICT and online 
activity presents to children (Ferneding 2003; Turkle 2013).  
A concern with the impact that technology has on the welfare of children is not new 
phenomenon. Indeed, O’Neill (2015) points to the ‘moral panic’ that has 
underpinned each phase of successive media development from the radio, cinema 
and television to current day digital technology use (p. 3). Parental concern around 
Internet safety issues is evident in a growing number of studies exploring children’s 
use of digital technologies (Blum-Ross and Livingstone 2016; Hollingworth 2011; 
Livingstone et al. 2012; OECD 2018; O’Neill 2012). Cyberbullying is cause of great 
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concern for parents (OECD 2018) and ‘has become a new form of aggression 
expressed via online tools, particularly mobile phones’ (OECD 2017, p. 15). 
Concerns also centre around cognitive, behavioural and social interaction issues 
(AAP 2016; Chaudron et al. 2018; Downey 2007). Frequent use may result in sleep 
deprivation, attention problems and language delay and a reduced amount of daily 
parent-child interactions (American Academy of Pediatrics 2016). Turkle (2011) for 
instance, contends that this networked society has made us more alone than ever 
before and as relationships with ‘robots are ramping up; relationships with people are 
ramping down’ (p. 19). Children’s contact with strangers also appears to an issue of 
concern to parents. Indeed, Chaudron et al. (2018) found that parents’ biggest 
concern for their children’s technology use is contact with strangers. 
Teachers also have concerns regarding the impact that technology has on children 
(Downey 2002). Mertala (2019b) asserts that while ICT is increasingly being 
integrated into early childhood settings in Finland due to the high levels of use by 
children, ‘for teachers, it can be a reason for not using technology with children’. 
She points to a study in Finland (Lehtikangas and Mulari 2016), where early 
childhood teachers are proposing the preschool as a technology free- zone due to 
their concerns regarding children’s excessive use. In Ireland, a study conducted in 
2004 with primary school children in Ireland between the ages of 4 and 12, by 
Downey et al. (2007) reveals teachers concerns pertaining to language, 
communication and social skills; 
Many teachers also believed that language development and social skills 
have been curbed through the increased presence of technologies. One 
said that children seem to find it harder to communicate, especially when 
they are beginning to construct sentences and stories. Another lamented 
the loss of playground games and rhymes as the influence of TV and 
media has become stronger. 
 (Downey et al. 2007, p. 45) 
 
However, not all researchers contend that digital technology use has negative 
implications for children. With regards to the assertion that screen-time negatively 
impacts children’s sleep, Przbylski and Weinstein (2017) conducted a cross-sectional 
analysis of data from a sample of American children (n = 50, 212) derived from the 
2016 National Survey of Children’s Health. They concluded that while digital screen 
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time ‘is negatively correlated with sleep consistency and sleep duration’- between 3 
and 8 fewer minutes of sleep for each hour of digital screen time (p. 221), 
independently, digital screen time has limited effect on children’s sleep. Przbylski 
and Weinstein (2017) advise, with reference to the work of Owens et al. (2010), that 
other contextual factors such as delayed start time for school wield a greater 
influence on paediatric sleep compared to screen time itself.  
Another large-scale study by Przybylski and Weinstein (2017) was conducted in the 
UK with over 120,000 15-year-old children examining the impact of watching TV 
and movies, playing games and using smartphones and computers on child 
wellbeing. Analysis of the survey revealed that moderate use of digital devices had a 
small positive effect on mental well-being whereas no use at all was associated with 
lower mental well-being. Przybylski and Weinstein (2017) conclude that their results 
illustrate ‘that the possible deleterious relation between media use and well-being 
may not be as practically significant as some researchers have argued’ (p. 213).  
Despite the concern echoed in many domains, there is limited research available on 
the health implications of using touch screen devices for young children (Kucirkova 
and Radesky 2017; Liu et al. 2019; Straker et al. 2018). Indeed, research pertaining 
to the impact of ICT on children’s health and wellbeing is considered inconclusive 
by Kardefelt-Winther (2017) who point to the challenges in evaluating the impact of 
technology use on child wellbeing: 
First, many studies are correlational in nature and use cross-sectional 
data, which means that they cannot establish what is cause and effect or 
establish long-term consequences. In other words, the data collected 
cannot be used to determine whether an effect, for instance increased 
levels of depression, is the cause or the consequence of using digital 
technology.  
 (Kardefelt-Winther 2017, p. 14)  
 
Acknowledging that there is limited hard evidence available, the OECD (2018) 






2.8.5 The screen time debate 
Much of the deliberation concerning children’s online activity has centred on the 
‘screen time’ debate (American Academy of Pediatrics (AAP) 2016; Lauricella et al. 
2013). Blum-Ross and Livingstone (2016) consider screen time advice for parents to 
be largely negative and ‘misleading’ (p. 4). Griffith et al. (2019) advise that the 
focus has been on screen time overuse by children rather than focusing on the 
potential for applications for learning. Plowman (2015) points to the influence of the 
medicalized perspective of the AAP (2011) on children’s uses of technology which 
has gained ‘extensive publicity’. Indeed, the AAP has come in for some criticism 
regarding their guidelines issued in 2013 and in 2016. Following the publication of 
the 2013 guidelines, Lauricella et al. (2013) note that the AAP did not provide any 
guidelines on how to limit children’s screen time use: 
Rather than simply recommending that children spend less time with 
screen media, policymakers should consider the family dynamic and 
home environment and creatively develop ways to influence screen 
media use at a more family-focused. 
 (Lauricella et al. 2013, p. 17) 
 
In 2016, the AAP revised its initial recommendations. Families were discouraged 
from allowing children under the age of two any screen exposure and it was advised 
that children under 18 months of age should not have any screen time. For two to 5-
year-olds it was recommended that screen time should be limited to one hour per day 
and two hours per day for older children. It was suggested that parents should 
consider themselves as the child’s ‘media mentor’. Parents were also advised that 
they should be present to view the screens with their children, and that children over 
the age of six need to use a ‘media plan’ with limits that safeguard against other 
activities such as sleep, and physical activities, being affected.  
In response to the contention that digital technologies are impacting the welfare of 
children, many countries, such as France and parts of Australia have responded by 
banning mobile phones in schools. In Ireland, schools have been issued with a 
circular (DES 2018b) concerning the use of phones and tablet devices in schools. 
However, Marcus-Quinn (2019) contends that such banning devices are ‘reactionary 
at best and draconian at worst’ (p. 775). A ‘more evidence-based approach is needed 
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with more consultation with all stakeholders including the student voice’ (Marcus-
Quinn 2019, p. 774). 
In Ireland, a number of initiatives have developed at a governmental level to assist 
parents in choosing applications and devices for their children. One such initiative is 
Webwise, the Irish Internet Safety Awareness Centre, co-funded by the Department 
of Education and Skills and co-financed by the European Union’s Connecting 
Europe Facility (Webwise 2019). Webwise (see Figure 4) is an Internet safety 
initiative focused on raising awareness of online safety issues and good practice 
among students, parents and teachers. It is developed and managed by the 
Professional Development Service for Teachers (Technology in Education) and aims 
to promote safe use of the Internet by young people through the provision of 
information targeting school leaders, parents and children.  
Management in schools are asked to actively promote the use of this website by 
teachers and by parents (DES 2018). Webwise (2019) advises parents that screen 
time ‘is an obsolete concept’, advising parents that it is more important to think 
about their child’s online activities and being productive rather than passive users 
instead of considering ‘arbitrary rules about time’.  
 
 






2.8.6 Parental Mediation of Children’s Technology use 
A review of the literature regarding children’s use of ICT reveals parental mediation 
practices are frequently a topic under consideration by the research community 
(Chaudron et al. 2015, Chaudron et al. 2018; Livingstone and Helsper 2008; O’Neill 
and Dinh 2012). Parental mediation is defined as parental management of children’s 
media use that includes conversational and monitoring strategies (Livingstone and 
Helsper 2008). Mediation strategies can be active or restrictive. Active mediation 
strategies are characterised by parental co-use with their children, providing 
assistance, discussing the child’s online activities, and mediating Internet use 
(O’Neill et al. 2011). Restrictive mediation strategies pertain to the rules or 
restrictions set by parents to manage their child’s Internet use (O’Neill et al. 2011). 
A number of studies point to the restrictive strategies used by parents in curbing the 
amount of time children spend on technology (Dias et al 2016; Hollingworth et al. 
2011; O’Neill and Dinh 2015; Sweeney 2019). Findings from the British 
Educational Communications and Technology Agency (BECTA 2009) report that 
parents were primarily concerned with managing their children’s use of technology 
‘rather than participating in the (potential learning) that is occurring’ (p. 48). In 
addition, it was found through the EU Kids Online studies (Helsper et al. 2013) that, 
in most cases, parents use restrictive strategies, setting rules to limit children’s access 
to digital technology. JRC (Chaudron et al. 2015) findings suggest that parents see 
digital technologies as positive but challenging, that parents can see risks for their 
children under the age of eight but that some parents seem to underestimate the risks 
of the use of technologies by their children. As is seen in the work of Lauricella et al. 
(2013), it also appears that screen time is a bi-directional (Bronfenbrenner 1979) 
process whereby parents’ media time impacts children’s screen time: 
For each age group, parents who spent the highest amount of time with 
TV, computers, smartphones, and tablets had children who spent the most 
time with these devices … For children age 2, child TV and computer 
time was significantly higher if parents were high media users 
themselves. 




Parents, it appears, are influenced by their child’s behaviour, which then affects how 
their mediate their children’s technology use. In a study of 10 families’ mediation of 
digital technologies in the Czech Republic, Smahelova et al. (2017) found that that 
children act as co-creator of mediation strategies.  
The age of the child is particularly significant in relation to levels of mediation 
practised by parents (Lauricella et al. 2013; Livingstone et al. 2011) with parental 
mediation decreasing as the child grows older (O’Neill and Dinh 2019). Lauricella et 
al. (2013) found that while technology use by children changes as they get older, 
parental attitudes often influence the amount of time children spend with digital 
media. Danovitch (2019) points to research indicating that the age of the parent, 
comfort level, parental style and how often parents use Internet-based devices 
themselves are factors that impact how parents mediate their children’s use of the 
Internet.  
 
2.8.7 Irish Parents’ Mediation Strategies 
In the Irish context, as part of a 25-country survey conducted by the EU Kids Online 
network and funded by the EC’s Safer Internet Programme, data was collected in 
2010 from a survey of 9-16 year old children and young people in Ireland. The aim 
of the study was to examine the opportunities and risks experienced by Irish children 
on the Internet. It also compares the accounts of children and their parents and it 
compares Irish children’s experiences with those across Europe.  
The findings from the study reveal that restrictive mediation strategies in Ireland 
were the highest in Europe, with 91% of children surveyed indicating that 
restrictions were applied to their Internet use (O’Neill et al. 2011). The results of the 
study also revealed that activities such as social networking were popular as to 
creating content and consequently ‘in terms of terms of the “ladder of opportunities” 
children rarely get beyond the most basic of Internet activities’(O’Neill and Dinh 
2011, p. 180). ‘Ladder of opportunities’ is a term used by EU Kids Online to ‘convey 
how young people’s online activities tend to progress from basic activities such as 
doing schoolwork and playing games to using the Internet interactively for 
communications and for more advanced and creative uses’ (O’Neill and Dinh 2015, 
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p. 18). The consequences of this type of mediation by Irish parents may result in 
Irish children losing the benefits that digital technologies can bring to children 
(O’Neill and Dinh 2011).  
 
2.9 CHAPTER SUMMARY AND COMMENTARY 
The exploration of the literature for this chapter has aligned closely with an 
Ecological Systems Theory lens (Bronfenbenner 1979) by framing the study within 
the context of the wider developments of ICT adoption and integration in education 
in Ireland. Key developments as well as key barriers such as infrastructural 
difficulties, teacher CPD and teacher pedagogical beliefs have been discussed. 
Following this, an account of the literature was discussed in respect of the 
contribution that digital technologies can bring to children’s learning. Literature 
concerning technology adoption and use at home was presented highlighting the key 
differences between home and school use of ICT. Literature on parental engagement 
provided the context for a discussion on parental perspectives on the use of ICT for 
learning. Parental concerns were highlighted, followed by the strategies enacted by 
parents to curb children’s online activities. In conclusion, a review of the literature 
has highlighted some important issues.  
Firstly, an analysis of the literature shows that many countries are showing a keen 
interest in the digital lives of young people and have developed ICT education 
policies in response to meeting the needs of the knowledge economy. In the Irish 
context, spurred by the desire to keep up with their global competitors and with the 
promise that ICT had the ability to transform children’s learning, the policy focus of 
Schools IT2000 was primarily on increasing the numbers of computers in schools, 
providing Internet access and developing broadband capacity (DES 1997, 1999, 
2000). However, the realisation that technological integration alone (Cosgrove et al. 
2013) does not determine successful implementation resulted in the development of 
the Digital Strategy, albeit seventeen years later, where a more cautious response on 
the benefits that ICT can bring to children’s learning was evident. Nevertheless, the 
national impetus to be at the spearhead of technology and science advancements and 
the contention that digital technologies should be used as a part of children’s 
learning, found its way a number of policies that subsequently followed Schools 
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IT2000 such as The Literacy and Numeracy for Learning and Life 2011 (DES 2011); 
The Twenty-year Strategy for the Irish Language 2010- 2030 (Government of 
Ireland 2010) and The Framework for the Junior Cycle (DES 2015b).  
Another key finding from an analysis of the literature is that issues regarding 
infrastructure, investment and professional development remain a contentious issue 
within the ICT in education discourse in Ireland. Concerns have continuously been 
raised in government-initiated reports and by teachers’ unions regarding the ongoing 
challenges faced by teachers in their attempts to integrate ICT in the primary 
curriculum. Furthermore, it is evident from a reading of the literature on curriculum, 
assessment and ICT in education that a neoliberalist discourse appears to have has 
permeated a space where there is growing emphasis on student achievement and 
outcomes in primary school education.  
An examination of the literature also reveals that ICT for learning in formal 
environments such as the school is far more prominent in the literature than the non-
formal environment of the home. Specifically, the second level school system in 
Ireland has gained more attention in the scholarship than the primary school system. 
In addition, it is also evident that the perspectives of children on the use of ICT for 
learning have largely been unexamined in Ireland. This observation has consequently 
guided the inclusion of children in the present study. Studies that have included children 
as research participants reveal that children use technology for a wide variety of reasons, 
but primarily for entertainment and communication. Parallel with the recognition 
however that children have active digital lives is the growing concern that online 
access presents to children’s psychological, academic and social development. 
Consequently, and perhaps unsurprisingly, it appears that Irish parents favour 
restrictive mediation strategies to limit children’s online activity.  
Notwithstanding the important role that parents are deemed to have in the education 
and development of a child and in the adoption of and access to digital technologies 
in the home, the availability of research regarding parental engagement in their 
children’s use of educational technologies is limited in the Irish context. In addition, 
there appears to be a lack of recognition by parents of the role they play in the 
development of their children’s digital literacy skills. It is therefore pertinent and 
timely that the perspectives of parents be included in the present study.  
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The literature reveals that teacher’s pedagogical beliefs can act an enabler or a 
barrier to technology integration. It was noted during a review of the literature that 
sourcing studies conducted by teachers was difficult. However, bearing in mind that 
teachers are often limited in extending their knowledge and participating in action 
research projects due by management and technical standardisation constraints 
(Kincheloe 2012), this was then perhaps unsurprising. A review of the literature thus 
provides a rationale for the inclusion of teachers in the study and exploring teachers 
and indeed parents’ views of the most recent ICT policy in education, the Digital 
Strategy (DES 2015a).  
While this chapter has provided the backdrop to the key theoretical and conceptual 
elements of the study, the next chapter presents a detailed discussion on the research 





CHAPTER 3: RESEARCH DESIGN 
 
As qualitative researchers we are not separate from the study, with 
limited contact with our participants. Instead, we are firmly in all aspects 
of the research process and essential to it. The stories of participants are 
immediate and real to us; individual voices are not lost in a pool of 
numbers. We carry these individuals with us as we work with the 
transcripts. The words, representing experiences, are clear and lasting. 
 Dwyer and Buckle (2009, p. 61) 
 
3.1 INTRODUCTION  
The previous chapter presented the most relevant literature pertaining to the central 
concepts of this study. The purpose of this chapter is to present a comprehensive 
account of the research design adopted in the study (Maxwell 2013). A discussion on 
the ontological and epistemological underpinning the study and rationale for the 
adoption of a qualitative inquiry is presented. The theoretical framework 
(Bronfenbrenner 1979) which was presented in Chapter 2 – Conceptual and 
Theoretical Literature, is revisited in this chapter in the context of its alignment with 
the research design of the study. The methods of data collection are described in 
detail followed by a detailed account of the process of the analysis of the data. 
Ethical issues that have been considered during all stages of the research project are 
presented. The chapter concludes with a discussion on how issues of validity and 
reliability were approached. 
 
3.2 RESEARCH DESIGN 
Denzin and Lincoln (2008) define the research design as, ‘a flexible set of guidelines 
that connect theoretical paradigms first to strategies of inquiry and second to 
methods for collecting empirical material’(p.34). Similarly, Creswell (2009) advises 
that a research design involves the intersection of philosophy, strategies of inquiry 
and specific methods. This study is informed by the research design as advocated by 
Maxwell (2013). In order to design a qualitative study, Maxwell (2013) contends 
that one cannot develop and implement a ‘logical strategy’, a structured sequence of 
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steps without repeatedly evaluating how the design is working. He proposes a model 
comparable to that of Creswell (2009) which he names an ‘interactive model’ 
consisting of five components; goals, conceptual framework, research questions, 
methods and validity (Figure 5). Ethics is not a separate component in the model; it 
frames the entire model at all stages of the research design (Section 3.10).  
Maxwell (2013) distinguishes this model from other models of research design in 
terms of the way in which the different elements are conceptualised. Rather than 
following a ‘linear or cyclical sequence’, the components are integrating and 
interacting with each other, much like the interactive and bi-directional nature of 
Ecological Systems Theory (Bronfenbrenner 1979). Figure 5 provides a visual 
interpretation of the alignment of this study with that of Maxwell’s (2013) interactive 
research design model. The rest of this chapter is structured according to the 
components of the model. The goals of the study, the reasons one believes the study 
is worth doing and why the results of the study are important, have already been 




Figure 5: An interactive research design adapted from Maxwell (2013)  
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3.2.1 Research Questions 
As can be seen in Figure 5, the research questions (Chapter 1-Introduction) are at 
the centre of the design rather than at a hierarchical position leading the study. They 
have a clear relationship to the goals of the study and are ‘informed by what is 
already known about the phenomena’ and the ‘theoretical concepts and models that 
can be applied to these phenomena’ (Maxwell 2012, p. 217). As the ‘operational 
expression’ of the ‘intellectual puzzle’ (Mason 2018, p. 14), the research questions in 
this study evolved and were revisited on several occasions. This was important for 
the study as it allowed for the development of new ideas, revisions and 
improvements. For instance, the study developed organically with the initial focus on 
the use of ICT for learning at home from the perspectives of parents, but later 
developed to be inclusive of the lens of teachers and children, across both the home 
and school environments.  
 
3.2.2 Conceptual Framework 
As part of the conceptual framework, Maxwell (2013) draws attention to the 
importance of philosophical paradigms, the ‘system of concepts, assumptions, 
expectations, beliefs and theories’ that can inform the research project (p. 39). The 
conceptual framework is ‘constructed not found’ (Maxwell 2013, p. 41). Further 
insight into the conceptual framework of the study is provided by Imenda (2014), 
who distinguishes between the theoretical and conceptual framework of a study. 
While the theoretical framework in the application of a theory that guides the study 
and is akin to the blueprint of a house (Grant and Onsaloo 2014), the conceptual 
framework is akin to an inductive process whereby small individual pieces (in this 
case, concepts) are joined together to tell a bigger map of possible relationships. 
Thus, ‘a conceptual framework is derived from concepts, in-so-far as a theoretical 
framework is derived from a theory’ (Imenda 2014, p. 189).  
Following careful consideration of the relevant research literature and theoretical 
frameworks (Chapter 2 – Conceptual and Theoretical Literature), and recognising 
the researchers’ epistemological and ontological philosophy, a conceptual 
framework, the key concepts and theory and the relationship between them for the 
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study evolved. The conceptual framework demonstrates the study’s alignment with 
the ecological model (Bronfenbrenner 1979). Figure 6, below, illustrates the 
conceptual overview of the study, demonstrating the relationship between the key 
concepts of the study at each level of the ecological environment and the ways in 
which the near and more distal ecological factors may facilitate or impede the use of 
ICT for learning by children. The red line denotes the bi-directional nature of the 
elements of the ecological model whereby concepts in each system are connected.  
Starting at the outermost point of the model, at a macrosystems level, the key 
concepts requiring examination include the appropriation of digital technologies in 
Irish society as well as how such technologies might be viewed as a tool for learning. 
Such perspectives connect to the innermost level, the microsystem, which in this 
study explores how ICT is being used at home and school for the purposes of 
learning. How parents view technology may impact on technology use at home for 
learning which may impact the relationship between the home and school should 
technology use for learning be an important focus for the school.  
The key concepts that require consideration at an exosystems level include ICT 
national and local policies as well as CPD opportunities afforded Irish primary 
school teachers. Once again, policy developments and resourcing will impact how 
ICT is used in schools and at home for learning as well as impact the meso-system 
links between home and school.  
At a mesosystems level, this study is interested in exploring the relationship between 
the home and school environments regarding the use of digital technologies for 
learning. The study is also interested in exploring mesosystem connections between 
schools and teacher participation in formal and nob-formal learning networks. 
Finally, at the microsystems level, the concept of digital technology use at home and 
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Figure 6: The Conceptual Framework  
 
3.2.2.1 Philosophical Assumptions 
Without the explicit formulation of the philosophical background-with 
implications for verification, explanation, knowledge of reality- 
researchers may remain innocently unaware of the deeper meaning and 
commitments of what they say or how they conduct their research. 
 (Pring 2010, p. 90) 
 
A key part of the conceptual framework is making clear the philosophical and 
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project (Maxwell 2013). The term ‘paradigm’ (Denzin and Lincoln 2011, p. 4) or 
‘worldview’ (Cresswell 2009, p. 5) is used to describe the ‘general orientation about 
the world and the nature of research that the researcher holds’ (Cresswell 2009, p. 6) 
which lead to the adoption of a qualitative, quantitative or mixed methods approach 
by the researcher. Examples of such paradigms are ‘philosophical positions such as 
positivism, constructivism, realism, pragmatism, and postmodernism’ (Maxwell 
2013, p. 43). Pring (2010) advises that the recent history of educational research has 
been dominated by the apparent conflict between the positivist and interpretivist 
(constructivist) traditions.  
Positivism, introduced by Comte in the 19th century, favours the use of quantitative 
data and is concerned with objectivity, reducing things to statements, believing it 
leads to strong scientific conclusions. The word ‘positivist’ refers to accounts which 
are factual, clear and open to observation. (Pring 2010, p. 91). On the other hand, 
social constructivism (Cresswell 2009) also known as interpretivism, draws attention 
to the human way in which we make sense of the social world. Social constructivists 
seek to understand people and the meaning which can be socially and historically 
negotiated (Cresswell 2009, p. 8) they give to their experiences. To understand other 
people, therefore, requires understanding the interpretations which they give of what 
they are doing (Pring 2010, p. 91). Social constructivists often explore the social 
interactions between individuals (Cresswell 2009). Each paradigm contains different 
ontological and epistemological views which is turn impact the approach taken by 
the researcher in their study.  
 
3.2.2.2 Ontology and Epistemology 
Ontological questions can be defined as ‘what is the form and nature of reality’ 
(Guba and Lincoln 1994, p. 108). The key question is whether social entities can be 
considered objective and have an external reality, or constructive, which implies that 
social phenomena are social constructions built by ‘social actors’ within ‘a constant 
state of revision’ (Bryman 2008). The term ‘realism’ is given to the view that reality 
is independent of ‘human ways of knowing about it and underpins most quantitative 
research (Braun and Clarke 2013, p. 27). Relativism, on the other hand, posits that 
there are ‘multiple constructed realities’ (Braun and Clarke 2013, p. 27).  
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Epistemology is known as ‘the theory of knowledge’ or, as Guba and Lincoln (1994) 
suggest, ‘the nature of the relationship between the knower or would be knower and 
what can be known’ (p 8). The epistemological assumptions of the 
constructivist/interpretivist paradigm view knowledge as something that is gained 
through interaction with others and that is induced or emerging from the analysis of 
the data. Interpretivism is considered a product of Weber’s Verstehen, symbolic 
interactionism and phenomenology. Verstehen (understanding) cannot be attained by 
the empirical-analytical sciences but is found in sharing common meaning of mutual 
history, culture and language of the world as it is lived together (Van Manen 1997, 
cited in Van der Zalm and Bergum p. 212). In the interpretivist paradigm, deep 
understanding of the data is crucial for the qualitative researcher that cannot be 
reduced to simplistic interpretation. Understanding the meaning of the words as 
understood and used by the individual in face to face interaction with the researcher 
is an important consideration of qualitative epistemology (Krauss 2005).  
There is some debate regarding the importance of defining one’s ontological (the 
nature of reality) and epistemological positioning (how we come to know) in 
advance of and during the research process. Many methodological commentators 
such as Pring (2010) cited above, as well as others (Braun and Clarke 2013; 
Cresswell 2009; Mason 2018; Maxwell 2013), recommend that researchers make 
explicit the larger philosophical values they espouse, maintaining that paradigm 
assumptions have important consequences (Creswell 2009; Crotty 1998; Guba and 
Lincoln 1994; Pring 2010). Others such as Seale (2002) and Paley and Lifford 
(2011) do not support this view, the former insisting that stating philosophical 
assumptions ‘leads to unhelpful ‘foundationalist’ habits of thought in research 
practice’ (p.99). Savin-Baden and Howell-Major (2013) advise that researchers 
should be able to understand their views of social reality and what they count as 
knowledge. They contend that the researcher should ‘identify and articulate a 
philosophical stance’ (p. 54) and that evading such questions relating to ontology 
(views of reality) and epistemology (views of knowledge) may result in ‘faulty 
research processes or unbelievable findings’ (p. 54). Therefore, it seems important 
that the researcher makes explicit their philosophical orientation and how it shapes 




3.2.2.3 Unearthing the Researcher’s Ontological and Epistemological 
Assumptions 
Mason (2018) recommends arriving at one’s ontological position through a process 
of active engagement with critical ‘ontological thinking’ (p. 6). She further suggests 
that researchers should endeavour to become ‘a critical epistemological thinker’  
(p. 9) by deciding ‘what would constitute a meaningful approach to generating data 
and knowledge’ (p. 9). In reaching a space, if somewhat an evolving one, this 
researcher found the answers to these questions resided in three domains of stimulus: 
conversations with my inner self, authorities in the field, and conversations with 
colleagues on the structured PhD programme. 
Firstly, I sought to engage in ‘Active, persistent, and careful consideration’ (Dewey 
1910, p. 11) through conversations with my inner self about what I believe 
personifies my educational philosophy, my experience of knowledge creation and 
my understanding of what constitutes reality. From an ontological perspective, my 
roles as a second level teacher, as an Access Officer in Higher Education and as a 
mother with a keen interest in educational technologies have brought me to my 
research question. I believe that engagement with the participants, developing an 
understanding of their views and developing meaning in the analysis of the research 
are crucial elements in the research process. The views of the participants in this 
study, notwithstanding the role of the researcher in the project (Dwyer and Buckle 
2009), are central to providing rich detailed data.  
Secondly, I began looking to the authorities (Bryman 2008, Cresswell 2009, Denzin 
and Lincoln 2008) in the field of research, following which there were confusing 
moments due to the array of terminology, juxtapositions and intermingling of the 
usage of terms such as epistemology and ontology. This exercise was beneficial in 
recognising opposing views and the importance of understanding the impact of 
philosophical assumptions on research (Mason 2018).  
Thirdly, in my deliberations with colleagues, I reflected on our mutual and individual 
persuasions in an attempt, as Pallas (2001) suggests, ‘to prevent a recurring pattern 
of epistemological single-mindedness’ (p. 7). Thus collectively, these moments of 
reflection and confusion led to clarification on the philosophy that embodies my 
educational thinking, that of a social constructivist philosophy. In this paradigm 
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there are multiple realities, created by multiple individuals. Individuals have 
different perspectives and construct their own knowledge and meaning of events.  
Thus, guided by this researcher’s ‘worldview’ (Cresswell 2009, p.5) the research 
questions would for this study are best answered by a qualitative approach that seeks 
an in-depth insight into the use of ICT for learning through direct interaction with 
children, parents and teachers via the methods of focus groups and semi-structured 
interviews.  
 
3.2.2.4 A Qualitative Research Methodology 
 
Qualitative research is multimethod in focus, involving an interpretive, 
naturalistic approach to its subject matter. This means that qualitative 
researchers study things in their natural settings, attempting to make 
sense of, or interpret, phenomena in terms of the meanings people bring 
to them. 
 (Guba and Lincoln 1994, p. 2).  
 
In context of the discussion above, it is valuable to consider the ways in which these 
philosophical assumptions translate into developing a research methodology. 
Methodology as defined by Braun and Clarke (2013) is ‘…the framework within 
which our research is conducted’ (p.31). They further advise that ‘methodology can 
be understood as theory of how research needs to proceed, to produce valid 
knowledge about the psychological and social world’ (Braun and Clarke 2013,  
p. 31).  
In a positivist paradigm, epistemological and ontological assumptions will translate 
into a quantitative methodological approach that is realist and objective and that 
values measurement and statistics. Thus, the use of self-completion questionnaires 
and structured observation are appropriate research instruments. On the other hand, 
the assumptions underpinning social constructivism, that of an interpretivist 
epistemology and a constructivist ontology, will result in a qualitative framework 




Qualitative research consists of a number of approaches and methods (Saldaña 2011) 
and qualitative methods are ‘a rich, diverse, and complex sphere of knowledge and 
practice’ (Bazeley 2009, p. 4) Case study, action research, ethnography, and 
grounded theory and phenomenology are but a few of the methodologies that have 
evolved from the interpretivist tradition. This study draws on a number of 
methodologies such as case study research (Yin 2003) and ethnography. While it 
shares many similarities with case study research and its concern with ‘description, 
exploration and understanding’ (Thomas 2012, p. 426), and ‘significance rather than 
frequency’ (Cohen and Mannion 2000, p. 185), it cannot be deemed to be a pure case 
study. The study lacked the boundedness (Cresswell 2009; Merriam 1998) typically 
associated with case study research by exploring digital technology use for learning 
both at home and school. In addition, while ICT education policy at a national level 
was examined (DES 1997, 2015a), school policies were not examined in relation to 
ICT use in the school. Similarly, the research design employs ‘ethnographic 
techniques’ (Parker-Jenkins 2016) such as interviews (Kvale and Brinkman 2009) 
and focus groups (Morgan 1996a) to gain in-depth insight into perspectives on the 
use of ICT for learning. In addition, as in the case of ethnographic research where 
‘the researcher’s identity, values and beliefs become part of the equation’ 
(Denscombe 2010, p. 87), this study has made clear the epistemological and 
ontological lens that this researcher brings to the study. However, this study did not 
involve an extended period of ‘time spent in the field’ (Parker-Jenkins 2016, p. 4), 
nor did the researcher ‘share in the lives’ of participants (Denscombe 2010), as is 
traditionally observed within the field of ethnography. 
 
3.2.2.5 Aligning the Theoretical Framework with the Research Design of the 
Study 
Theoretically, a number of theorists were considered in the early days of the study 
such as the work of Bourdieu (1984) and his concepts of field, agency and habitus 
which can provide a useful tool in reflecting the complexities of ICT adoption and 
use in the home environment. Similarly, as the focus initially was on exploring 
parental perspectives, this study had considered parental involvement frameworks 
such as Epstein’s (2001) ‘Overlapping Spheres of Influence’ model. However, after 
due consideration that involved a process of construction and reconstruction 
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(Maxwell 2013), a broader approach, Bronfenbrenner’s ecological systems theory 
(1979) was determined as the most suitable framework in guiding the study design.  
Osanloo and Grant (2016) advise that a ‘deep and thoughtful understanding of your 
problem, purpose, significance, and research questions’ is required when selecting a 
theoretical framework (p.17). The alignment and intertwining of these four elements 
‘can serve as the foundation for your work and guide your choice of research design 
and data analysis’ (Osanloo and Grant 2016, p. 17). Chapter One – Introduction, has 
identified the purpose and significance of the study that aligns with an ecological 
model through an exploration of the near and more distal factors that can facilitate or 
impede the use of ICT for learning by children. In addition, the research questions 
were developed with a recognition of the various factors that contribute to an 
understanding of the ‘ecological puzzle’ (Mason 2018, p. 12) of the study. For 
example, research question 2 is reflective of a key consideration of EST theory, that 
of the importance of relationships between the home and school for the learning and 
development of the child. Table 1 below illustrates the means through which 
research design of the study has been aligned with an EST model. 





The literature review reflects an ecological model through its 
consideration of the literature pertaining to macrosystem, 
exosystem, mesosystem and microsystems factors that require 




The adoption of the ecological model aligns itself with the 
ontological and epistemological underpinnings of the study 
which is reflected in qualitative methodology that seeks the 
views of a diverse sample of children, parents and teachers. 
A hybrid approach (latent and semantic codes) to data analysis 
is used. Latent codes are reflective of the analytic framework 
which were included in the coding of the data.  
DISCUSSION  
(CHAPTER 5) 
The findings of the study are interpreted with reference to the 
key systematic factors that may contribute or detract from the 
use of ICT as a tool for learning at home and at school at a 




3.2.2.6 Advantages in using an Ecological approach  
Bronfenbrenner’s child development theories have been widely used in child 
development studies (Hayes et al 2017) such as ‘EU Kids Online’ and ‘Growing Up 
in Ireland’. Christensen (2016) contends that the model has proven to be beneficial in 
providing an insight into all the factors that play a role in the growth and 
development of individuals. O’Neill (2015) considers the use of an ecological 
approach to ‘studying children’s online experiences helped frame the media 
environment as a complex interplay between technology and society in which modes 
of communication and mediated interaction fundamentally shape human behaviour 
and social life’ (O’Neill 2015, p. 2). From an educational perspective, the use of an 
ecological model is valuable, in that it allows for an understanding of the more 
immediate and wider contextual factors that are relevant for understanding the use of 
ICT for learning. This model allows for insight into the factors that shape 
perspectives on digital technology use and the extent of technology use in the home 
and school for learning.  
 
3.2.2.7 Addressing the challenges when using an ecological approach 
While the EST model allows for a broad overview of the factors at a number of 
levels that impact not only how ICT is perceived as a tool for learning but also how 
technology may be used, there are a number of challenges that have been faced in 
using this model. Foremost amongst these is the scope of the model and the 
difficulties faced by researchers in exploring all aspects of the model. As 
Bronfenbrenner (1979, p. 14) advises ‘it is neither necessary nor possible to meet all 
the criteria for ecological research within a single investigation’. For example, in the 
present study, every effort was made to ensure that literature was widely reflective of 
the systems of the model that impact of digital technologies for learning. Herein lies 
the challenge and the concern that some aspect has inadvertently gone unnoticed, 
which in many ways reflect the subjective position of the researcher in qualitative 
research. 
Secondly, while it was important that the theoretical framework would guide and 
underpin key aspects of the study, it was equally important that the model would not 
completely take over to the detriment of the study’s emergent findings. To 
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counteract this challenge, for example, a hybrid approach to the data analysis was 
adopted and involved using a latent and semantic coding framework. In addition, 
while recognising the need for the research questions to be answered, the use of 
semi-structured interviews permitted the participants the freedom to contribute freely 
to the discussion. Thus, the nature of the interviews allowed for the perspective of 
the participant (Patton 2002) to emerge.  
 
3.3 METHODS 
The following sections (Section 3.3.1 through to 3.8) are devoted to a discussion on 
the sampling strategy employed in the study, followed by details on the methods 
used to collect data for the study. In addition, the process for conducting the 
interviews with parents and teachers and focus groups are presented.  
 
3.3.1 Sampling Strategy 
A crucial element in designing a research project is the decision regarding the 
sampling strategy to be employed in the study. As qualitative research ‘is very often 
depth, nuance and complexity’ (Mason 2018, p. 55) it was important that the 
sampling decision would generate the kind of knowledge needed to answer the 
research questions. The initial focus of this study was to explore the views of the 
parent participants and thus it commenced with a purposive sampling strategy 
(Sarantakos 2005) employed with ‘the purposes of gaining meaningful insights into 
your intellectual puzzle’ (Mason 2018, p. 59). Parents were chosen as the ‘data 
cases’ on the basis that they provided ‘information rich’ data (Patton 2002, p.230, 
cited in Braun and Clarke 2013, p.56) Subsequently, informed by Bronfenbrenner’s 
Ecological Systems Theory (1979) and by a review of the literature pertaining to the 
use of ICT for learning, the sample frame was revised to include the views of 
primary school teachers and primary school children, thus making an important 
contribution to the ‘ecological puzzle’ (Mason 2018, p. 59) of the study. Mason 
(2018) advises that by sampling strategically across a number of contexts, and in the 
case of my study, the context of the home and the school, ‘we increase our chances 
of being able to use that very detail to understand not only how things work in 
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specific contexts, but also how things work differently or similarly in other relevant 
contexts’ (Mason 2018, p. 59).  
 
3.3.2 School Contexts in this Study 
In Ireland, the primary school sector is made of different school types that include 
mainstream schools and special schools that provide for children with special 
educational needs. There are also notable differences for example in the size of the 
schools, sex category, location, ethos and funding. Schools vary in size from under 
50 students to over 500. Schools are characterised by single-sex, single sex with 
mixed junior grades, or mixed sex. Primary schools are primarily denominational 
and catholic where children are taught through the medium of English (DES 2018). 
However, in recent years, there has been a growth in the Educate Together school 
movement, which is characterised by a multidenominational ethos. In addition, 
Gaelscoileanna schools teach through the medium of Irish. Furthermore, there are 
differences in how schools are funded. For instance, under the Delivering Equality of 
Opportunity in Schools (DEIS) programme, additional funding is allocated from the 
DES to schools which have a greater concentration of students from more 
disadvantaged backgrounds.  
A further distinction is made between DEIS urban band 1 and band 2 schools, with 
the former having the highest concentration of disadvantage. DEIS schools also have 
a higher ratio of computing devices available compared to non-DEIS schools 
(Cosgrove et al. 2013). Schools also differ in terms of broadband access depending 
on their geographical location with reports (Cosgrove et al. 2013) and commentary 
(McMahon 2014) demonstrating that insufficient access to high quality broadband is 
a serious obstacle to ICT integration in Irish primary schools.  
Thus, in order to examine how digital technologies were perceived and being utilised 
for learning in different contexts by different stakeholders, the study drew on 
multiple perspectives, using a purposive sampling strategy (Sarantakos 2005) 
sourced from a number of different types of schools across both urban and rural 
locations. Following ethical approval from the University of Limerick’s Education 
and Health Sciences Ethics Committee, schools in the southern province of Ireland 
(known as Munster) were contacted for the purpose of seeking parent participants for 
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the study. The geographical spread however was later expanded to include a school 
from the Leinster province, located in the east of Ireland due to difficulties in sourcing 
one of the school types. A total of nine schools reflecting different school types in 
both urban and rural locations were contacted by email, of which 6 school principals 
of different school type replied positively to the schools’ involvement in the study. 
Table 2 denotes the school type and size, location (urban and rural), denomination 
and language medium of the schools that participated in this study.  
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3.3.3 Data Collection Methods and Procedures 
The focus of the following sections (Section 3.3.3 through to 3.71) is on the process 
of data collection. Table 3, overleaf, provides an overview of the phases of data 
collection for the study, the main data collection method and the volume of recorded 
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3.3.3.1 Interviews as a Research Method 
Following a review of research methodology (Braun and Clarke 2013; Cresswell 
2009), and in an attempt to give an in-depth consideration to the research questions, 
individual semi-structured interviews were deemed the most suitable method of 
collecting data from parents and teachers. Kvale and Brinkman (2009) specify the 
use of a ‘semi structured life world interview’ as one which has as its purpose 
‘obtaining descriptions of the life world of the interviewee in order to interpret the 
meaning of the described phenomenon’ (Kvale and Brinkman 2009, p. 3). In this 
type of interview, ‘knowledge is created “inter” the points of view of the interviewer 
and the interviewee’ (Kvale and Brinkman 2009, p. 123). Braun and Clarke (2013) 
advise that the interview can work well when interviewees have some kind of 
personal stake in the topic. Patton (2002) contends that interviewing permits us to 
enter the ‘other persons perspective’ and allow the researcher to collect the ‘stories’ 
of the participants (p. 341). Both the interviews with parents and teachers were 
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conducted according to recommendations in conducting face to face interviews as 
advocated by Braun and Clarke (2013, p. 93-97): 
• Opening the Interview- Thanking participants, Signing consent forms. 
• Following up and Getting People to Talk- Avoid rushing the interview, 
knowing your interview guide, making on the spot decisions. 
• Interest Vs Empathy- Non-Judgemental interest in the person’s perspective. 
• Avoiding Doing ‘Expert’- The participants are ‘expert’ on their experiences. 
• Using Silence- Allowing for comfortable silences, avoid a sense of rushing 
the participant. 
• Managing Nerves- Being prepared and practicing interview techniques. 
• Closing the Interview- Putting a clear end to the interview after an 
opportunity has been provided to the participant to provide any other 
information. 
 
3.3.3.2 Focus Groups as a Research Method 
Morgan (1996a) advises that focus groups, when used with other qualitative methods 
and in the case of this study, one to one interviews with parents and teachers, 
‘contributes something unique to the researcher’s understanding of the phenomenon 
under study’ (p. 3). Defined as ‘group discussions exploring a specific set of issues’ 
(Barbour and Kitzinger 1999, p. 4), focus groups provide a means of collecting data 
from multiple participants at the same time (Braun and Clarke 2013). The facilitator 
of a focus group is known as a ‘moderator’ that can exercise a degree of ‘structured’ 
or ‘unstructured’ involvement (Morgan 1996b, p. 144). Some facilitators work with 
an ‘observer’ who records additional observational information such as ‘context, 
environment, personal gesture, posture and the like’ (Parker and Twitter 2007,  
p. 26). While traditionally used in product development and market research 
(Barbour and Kitzinger 1999; Mason 2018; Savin-Baden and Howell-Major 2013), 
focus groups are increasingly being used in the area of social science research 
(Braun and Clarke 2013; Morgan 1996a).  
Group interaction is regarded as an important instrument in conducting focus groups 
(Mason 2018; Morgan 1996a). Indeed, Morgan (1996a) defines the focus group ‘as a 
research technique that collects data through group interaction on a topic determined 
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by the researcher’ (p.6). In a focus group, ‘the participants interact with each other 
rather than with the interviewer, such that the views of the participants can emerge—
the participants’ rather than the researcher’s agenda can predominate (p.6) 
Interaction in the group is an essential part of the method (Morgan 1996b) and the 
participants encourage each other to ask questions and exchange views (Braun and 
Clarke 2013). This dynamic is not possible to elicit in, for example, individual 
interviews.  
 
3.3.3.3 Rationale for using Focus Group Interviews with Children 
The research literature has highlighted the significance of ICT in children’s lives 
(Lauricella et al. 2013; Turkle 2011) and therefore, I felt that topic of technology 
would interest children and would provide an opportunity for them to give their 
perspectives on its use as a tool for learning. Methodologically, I believed that focus 
groups with children would be an optimal method of obtaining of seeking children’s 
perspectives of the research topic, where they could present their views in a group 
situation. This would allow for the generation of meaning and offer ‘multiple angles 
of vision’ (Galletta 2013, p. 22) on the use of ICT for learning. In addition, it was 
likely that the children would be less intimidated to speak amongst their peers, rather 
than with a researcher in a one to one situation. When one participant speaks freely, 
it encourages others to do so as well (Hollander 2004).  
On a more practical level, I had found that in early discussions with school principals 
regarding the involvement of children in the study, some had expressed their 
preference for focus groups rather than individual interviews. Therefore, I felt that 
access to individual one-to-one interviews may have been more difficult with 
schools, whereas focus groups provided a mechanism for such difficult access 
(Morgan 1996a, p. 8).  
 
3.3.3.4 Group Composition of Focus Groups 
Homogeneous groups seems to be the preferred option (Braun and Clarke 2013; 
Breen 2007) when considering participant composition for focus groups. Indeed, 
Kitzinger and Barbour (1999) point to strength in participants knowing each other, a 
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naturally-occurring group, where people would discuss the kinds of subjects that 
might be raised in the focus groups session. Participant age is also a key 
consideration when conducting focus groups with children. Platt (2016) advises that 
the age of the child has implications for deciding on the use of the research 
instrument. Platt (2016), building on the work of Borgers et al. (2000), Curtin 
(2001), de Leeuw et al. (2004), Greig et al. (2007), Ólaffson et al. (2013) and Read 
and Fine (2005), provides a useful summary of research approaches linked to the 
developmental stages of the child. Conscious that younger children may be limited in 
their ability to express themselves in a focus group on this particular research topic, 
the decision was made to recruit children from the upper end (5th and 6th class) of 
the primary school senior cycle, typically aged between 11-13 years old. Table 4 
presents the system of grades in mainstream Irish primary education. 
 
Table 4: System of grades in Irish primary schools 
Irish Primary School Grade Approximate Age range 
Junior Infants 4-5 
Senior Infants 6-7 
1st class 7-9 
2nd class 8-9 
3rd class 9-10 
4th class 10-11 
5th class 11-12 
6th class 12-13 
 
3.3.3.5 Piloting the Interview Guides 
Pilot testing will identify ambiguities in the instructions; it will help 
clarify the wording of the questions, and it may alert you to omissions or 
unanticipated answers in multiple choice or ranking questions. 
 (Anderson and Arsnelault 1998, p. 179) 
 
In advance of the fieldwork, I decided to conduct a pilot study with two parent 
participants known to the researcher. The pilot study was a useful exercise following 
in order to plan for the study, to assess the parent interview guide and to get an 
opportunity to practise the interview skills necessary to conduct a successful 
interview. It allowed for: 
 
88 
• Familiarisation in using a digital voice recorder (DVR). 
• Developing an awareness of listening intently to what the participants were 
saying and being ready to formulate on the spot follow up questions.  
• Developing an awareness of participant time and recognising the importance 
of ease of location for participants and the importance of putting the 
participant at ease. 
• Developing an awareness of possible interruptions. 
• Familiarisation with the process manual and computer (NVivo) and coding 
strategies as options (Saldaña 2016).  
 
Both pilot interviews were audio-recorded and manually transcribed and imported in 
to NVivo, a Computer Assisted Qualitative Data Analysis (CAQDAS) programme 
where I coded the data. The first pilot interview took fourteen hours of transcription; 
the second took ten. Consequently, owing to PhD time constraints, I decided to use a 
professional transcription service based in Ireland for the next stages of data 
transcription. Following the pilot study, revisions were made to the interview guide; 
questions were re-phrased and technical language was avoided.  
 
3.3.3.6 Focus Group Interview Schedule 
A review of the literature on the research topic and literature pertaining to techniques 
when interviewing children were useful in formulating the focus groups interview 
schedule. The guide was developed with reference to the research questions, while 
also ensuring that the questions and language were accessible. Table 5, which 









Table 5: Focus Group Interview Schedule 
1. I would like to talk about the kinds of technology you use at home?  
2. Are there any technologies at home that are owned by you? What kinds of technologies?  
3. Is there a difference between the kinds of technologies that you use at home compared to 
school? 
4. Do you like using technology?  
5. What do you mainly use technology for?  
6. Do you think it helps with your learning?  
7. Are there any applications (apps) that you find useful that help with your learning?  
8. Have you any examples of where it has helped with your learning?  
9. Who has shown you how to use technology at home?  
10. Do you ever show or have shown others at home how to use technology?  
11. Do you use technology more at home than in school? In what way(s)? 
12. Are there rules at home about using technology and going online in your home or at school? 
13. Do you think that you or your friends are using technology too much in your lives?  
 
3.3.3.7 Developing the Interview Guides  
As one of the main source of data collection, it was important that the interview 
would yield rich data to answer the research questions, would be appropriate to the 
methodological considerations of the study and would recognise the role of the 
interviewee and researcher role in the process. Mason (2018) asserts that the 
‘dynamic nature’ of interviewing requires a lot of planning, both intellectual and 
practical. Braun and Clarke (2013) advise on the importance of building good 
rapport with the participants, beginning with the development of an interview guide. 
Three interview guides were prepared for this study, that for the parents (Appendix 
D) teachers (Appendix H) and children (Appendix J). The interview guide for 
parents was piloted with two parents, one of whom is a friend and the other a PhD 
colleague. The interview guide for teachers was reviewed by a critical friend, who is 
a primary school teacher. The guide for the focus groups with children was not 
piloted due to accessibility and time constraints; however, advice was sought from a 
critical friend and my supervisors. In addition, the interview guides for parents, 
teachers and focus groups were submitted and approved by the University of 
Limerick Education and Health Sciences Ethics Committee. (See Appendix A) 
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3.3.3.8 Mapping the Interview Questions to the Research Questions 
Kvale and Brinkman (2009) contend that good interview questions should contribute 
thematically to the ‘theoretical conceptions of the research project’ and dynamically 
to the flow of the interview by using short questions and easy to understand language 
(p.131). Following the pilot interviews, small modifications were made to the 
interview schedule, which was designed to be fluid in nature (Mason 2018), allowing 
for the generation of themes jointly between researcher and interviewee.  
Table 6, overleaf, demonstrates the mapping exercise carried out in to ensure that the 
interview questions would answer the research questions to the study. A similar 
exercise was carried out in designing the interview schedule for the semi-structured 
interviews with teachers and focus group with children and can be viewed in 
Appendix M. 
 
3.3.4 Participant Recruitment 
Following decisions pertaining to sampling, choice of methods and designing the 
interview schedule, the next stage of the study involved decisions pertaining to the 




Table 6: Mapping the Research Questions to the Interview Questions 
Mapping the Research Questions to the Interview Questions 
PARENT INTERVIEW SCHEDULE 
SRQ1: How is ICT 
viewed by children, 
parents and teachers as 
a tool for learning? 
• Do you think that ICT has a role in your children’s learning?  
• Do you use ICT to support your children’s learning at home? In what 
way? 
• In what areas of learning do you think ICT is the most beneficial? 
For example, it is in the area of language development, social 
development, or technical skills development? 
• Do you think that your child is more engaged in learning if they are 
using ICT? Can you talk to me about that? 
• Do you think that learning through the use of ICT at home is more 
related to school related subjects or other areas of learning?  
• Who has been the main instructor of your child’s use of ICT in the 
home?  
SRQ2: To what extent 
is ICT used in the 
home and in the school 
by children for the 
purposes of learning? 
• Can you tell me about the types of ICT’s that are used in your home?  
• Why do you buy or continue to buy technology for use at home? For 
what purpose is technology bought?  
• What are the main factors that impact on your decision to buy 
technology in the home?  
• Do your children use technology a lot at home and what do they 
mainly use it for?  
• Have you ever used any applications that have been used to help your 
child with their learning? 
• Are you aware of the ways in which ICT is being used in your 
primary school?  
• Does your primary school emphasise the use of ICT for learning? By 
what means?  
 
SRQ3: What are the 
barriers and the 
facilitators of ICT as a 
tool for learning at 
home and at school? 
• Has your school ever suggested any applications or resources using 
ICT for your child’s learning? 
• Are you aware of any online resources that are freely available to you 
such as ‘Scoilnet’ or the ‘Khan academy’? If so, do you think these 
are important? Would you like to see more of them? 
• Are you aware of the most recent ICT in education policy’ A Digital 
Strategy for Schools 2015-2020?What do you think facilitates the use 
of technology for learning at home? 
• What are the barriers to using technology for learning at home? 
 
3.3.4.1 Recruiting parents (Phase 1 – January to May 2017) 
6 out of 9 schools that had been invited to participate in the study responded 
favourably to the request and a follow up conversation with the school principal via 
telephone ensued. During this conversation, the overall aim of the study was 
explained, and details were provided regarding recruitment of parents, ethical issues 
and what was generally required of the school. In a follow-up email, school 
principals were provided with all relevant information, including letters to parents, 
the consent form and the interview guide. In this way, the principal was making an 
informed decision as to whether they wished their school to participate. At this stage 
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it was anticipated that both individual interviews and focus groups would be 
conducted with parents. 
Following confirmation with the principal that they were satisfied and wished to 
proceed, a follow up meeting was arranged, providing an opportunity to meet the 
principal in person and answer any additional questions. At this meeting, the 
principal was provided with multiple copies of letters and expression of interest 
forms for distribution in the school requesting parent volunteers. A total of 1,612 
letters to parents were distributed through the 6 schools. One school disseminated the 
information letter via email to parents. 27 interest forms were returned demonstrating 
an expression of interest in participating in an interview, a response rate of 1.7%. 
After forms were collected from schools, parents expressing interest were contacted 
by phone. This provided an opportunity to elaborate further on the study and to 
provide any answers to questions that the participants may have had. During this first 
initial contact with parents, participants were informed of the length of the interview, 
the use of a digital recorder, and confidentiality and anonymity protocols.  
Participants were advised at the outset of the study that the data collected would be 
used for my PhD thesis and possibly further subsequent papers and presentations. 
This conversation with potential participants ensured that they were making an 
informed decision regarding their participation. One parent at this point decided that 
he did not wish to pursue the interview. For those parents who were happy to 
continue, details regarding a meeting point, dates and times were organised. Consent 
forms were posted to the parents in advance of the interview and thus provided them 
with another opportunity to withdraw from the study if they wished to do so.  
At this stage of the data collection, the emphasis was on sourcing only parent 
participants and it was felt that use of focus groups in addition to the individual 




However, as has been noted previously, the research design did not follow a linear 
pattern but instead moved and shifted to suit the developing nature of the project 
(Maxwell 2013). Richards (2009) points to the importance of revisiting the design of 
a research project: 
Qualitative designs can and usually should be revisited and considered at 
each stage of the project, considering what has been done and why, 
building on what you were learning, working out what you are asking and 
what sort of data will be necessary to answer that question. 
 Richards (2009, p. 14) 
 
As the conceptual framework (ongoing researcher reflectivity, engagement in the 
research and theoretical literature) of the study progressed, it became evident that 
additional sources of data would enhance the study and provide for a greater depth of 
understanding of the topic. Therefore, I made the decision that the study would 
benefit from children’s and teachers’ perspectives. I felt that interviews with 
children would allow for a more holistic understanding of the topic by seeing it from 
their perspective. In addition, ongoing engagement with the literature revealed that 
while numerous studies (Lauricella et al. 2013; Smahel 2020) demonstrate the 
importance of ICT in the lives of children there is a dearth of research examining the 
use of ICT for learning from the perspective of primary school children in Ireland.  
In addition, it was deemed important to the study to involve teachers in the study. 
Not only are they significant participants in the microsystem (Bronfenbrenner 1979) 
of the child, but teachers are increasingly encouraged to embed 1CT in their 
classroom practices (DES 2015). Furthermore, there is a notable lack of studies 
devoted to Irish primary school teachers’ views on the use of ICT as a tool for 
learning and the extent to which they are using digital technologies in their 
classroom practices. In this regard, the use of semi-structured interviews with 
teachers would bring another perspective to the study, another layer of richness and 
depth.  
As 23 in-depth interviews had been conducted with parents, this was judged to 
produce sufficient data and the decision was made to discard the planned focus 
groups with parents. Letters and information sheets to schools and parents 
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(Appendix B and C) reflect the initial research design whereby focus group 
interviews with parents had been anticipated.  
3.3.4.2 Recruiting teachers (Phase 2 – September 2017 to April 2018) 
Following the interviews with parents and once ethical approval was received 
through the University of Limerick Education and Health Sciences Ethics 
Committee, school principals were contacted to see if they would agree to have one 
of their teachers interviewed. After permission had been received by the school 
principal, each member of the teaching staff in the participating schools was offered 
a letter of information regarding the study so that teachers had the opportunity to 
volunteer their participation (See Appendix G). 
A total of 7 teachers volunteered for interview and were contacted by phone, where 
further dimensions to the study were explored and clarifications offered if required. 
These included informing participants of the length of the interview, the use of a 
digital recorder, confidentiality and anonymity protocols and how the data would be 
used. This conversation was important to ensure that teachers were making an 
informed decision regarding their participation. Teacher participants were also 
informed of the voluntary nature of the study and their right to withdraw at any time. 
Table 7 provides detail on the teachers that volunteered for interview.  
Table 7: Participating teachers in this study 
School Type Number  Gender Role in School 
Urban Mixed 
DEIS 






Vice-Principal and 6th class teacher 
Resource Teacher 
Gaelscoil 1 Female Vice-Principal and 6th class teacher 
Educate 
Together 
1 Male School Principal 
All Girls 1 Female Junior Infants Teacher 
All Boys 1 Male  6th class teacher 
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3.4.4.3 Recruiting children (Phase 2 – January 2018 - March 2018) 
Due to regular contact and numerous visits to the schools, I had felt comfortable 
approaching the schools to request permission to conduct focus groups with children. 
It was also very important that children and their parents were aware of what the 
study was about and what involvement in a focus group would entail for the 
children. Therefore, in agreement with the school principal and in advance of the 
focus group interviews, class teachers handed out parental permission slip regarding 
children’s attendance at an information session to be conducted by the researcher 
(Appendix I).  
Parental consent was also required for children to attend an information session on 
this study in the school. If children were interested, they were requested to sign a 
consent form that permitted them to attend an information session on the study (See 
Appendix J). As has been alluded to previously, a decision was made to offer 
children of the senior classes a chance to participate in the study. As children had the 
opportunity to self -select (followed by parental consent) and where there were more 
participants than required, it was explained to the children that their names may be 
put in a draw in the interest of fairness. Once students returned signed consent forms, 
a follow up visit to the participant schools was organised in conjunction with the 
class teacher.  
3.4.4.3.1 Information session with children 
The information session was a further opportunity to go into more detail about the 
study and to ensure that the children knew exactly what was involved (Gibson 2012). 
The literature (Gibson 2012; Mason 2018; Savin-Baden and Howell-Major 2013) 
points to the difficulties that can occur in focus groups such as managing dominant 
speakers, deflecting from the topic. The information session helped in avoiding such 
problems. Respecting the opinions of others and recording the interview were 
amongst the topics discussed. During this visit, children were advised on the nature 
and aims of the study and an explanation of what was required to participate in a 
focus group interview was provided. Children had an opportunity to ask questions 
and details were offered on the forms that needed to be signed. At all times, it was 
stressed that that participation was voluntary, that they could withdraw from the 
study at any stage and that parental permission was required if they were interested 
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in participating in a focus group. All participating children had the opportunity to 
attend an information session. This was important that children knew that even with 
parental consent to participant in the study, their participation was entirely voluntary 
(Gibson 2012).  
Following the information session in the school, children had an additional 
opportunity to decide if they wished to participate in the study. Those that 
volunteered received an additional consent/assent form which parents were required 
to co- sign a consent form/assent. (See Appendix L). The consent/assent form was 
designed in a manner that was easily comprehensible to the child. All consent/assent 
forms were double checked for signatures in advance of commencement of the focus 
groups. 
3.4 PARENT INTERVIEWS 
Interviews with parents were held in a number and variety of locations (including the 
parents’ room in schools, local community centres and a Higher Education Institute) 
at a time that was suitable to the parents. Before the interview started, consent forms 
were collected and checked, and each participant was reminded of their right not to 
answer a question and their right to withdraw from the study at any point. Interviews 
with parents ranged from 30 minutes to 70 minutes resulting in the generation of 17 
hours of recorded parent interview data.  
Kvale (2009) considers the first few minutes of an interview as ‘decisive’ (p. 128) 
The pilot study had informed the importance of using questions at the opening of the 
interview that would allow the participant to feel at ease. The interview strategy 
adopted broadly aligns with what Kvale and Brinkman (2009, p. 130) refer to as 
‘funnel shaped’ interview, however, unlike a ‘funnel shaped’ interview, parents and 
teachers were always aware from the start that the topic under investigation was an 
exploration of their views on the use of ICT for learning.  
 
3.4.1 Challenges Encountered Conducting Interviews with Parents 
The main challenge in using interviews as a method pertained to the initial 
recruitment of parents, which can be described as onerous as parents were slow to 
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return the interest forms to the schools. Fortunately, however, out of the 26 parents 
that volunteered to participate, only three parents did not show for interview. One of 
these did not show at a time organised and was unavailable for an additional time. 
The remaining two interviewees were unable to attend due to personal circumstances 
and advised they would be in contact again. This however did not materialise and 
ethically it was not considered feasible to pursue the matter further.  
During the interviews with parents, I encountered no particular challenges. Parents 
gave freely of their time and I found them to be very engaged in the research topic. 
Three of the parents brought their young children with them. While this was 
unanticipated and unproblematic, it demonstrates the day to day reality of peoples’ 
lives.  
 
3.5. TEACHER INTERVIEWS 
Teacher consent forms (Appendix G) were collected at the beginning of the 
interview. All interviews were held in the participating schools and at a time suitable 
to the school. Whilst acknowledging the difference between the context of the home 
and school, the questions that guided the interviews with teachers were similar to 
those that informed the parental interview schedule. The interview schedule was 
largely followed, unless another direction was taken by the teacher. The interview 
process allowed for being open to the conversation with the participant whilst also 
acknowledging the need to answer the research questions. As with the parent 
interviews, it was important to me that the participants were at ease during the 









Table 8: Interview Schedule with Teachers 
 
1. Can you tell me about the types of ICT’s that are used in your school?  
2. Does your primary school emphasise the use of ICT for learning? By what 
means?  
3. To what extent do you think that the children enjoy using ICT in the 
classroom for learning? 
4. What do you think is the most popular device of choice among children in 
the classroom?  
5. In the classroom, do children talk about how they are using ICT at home? Do 
you think it’s being used for learning? 
6. What kind of resources do you find useful or beneficial in your professional 
practice? 
7. To what extent do you think that ICT has a role in children’s learning? 
8. Are there areas of learning where you feel ICT has the most impact? 
9. Do you give or have you ever given homework that involves children using 
ICT at home?  
10. If so, can we talk about how that went? Would you do it again? 
11. Are you familiar with or a member of any network such as CESI (Computer 
in Education Society of Ireland) that promote the implementation of ICT use 
at school?  
12. Have you ever had training in the use of ICT in your school or elsewhere? 
13. Is training in the use of ICT supported by your school?  
14. Does your school have an ICT Co-ordinator or somebody who is responsible 
for ICT? 
15. Are you familiar with the most recent Department of Education ICT policy, 
published in 2015 ‘A Digital Strategy for Schools 2015-2020’?  
16. Have you any thoughts/ideas on that policy and how it can or should be 
implemented?  
17. Do you have anything you would like to add 
 
 
3.5.1 Challenges Encountered  
Organising interviews with teachers was difficult due to curriculum demands and 
staff shortages. Two teachers were interviewed at the end of the school day, while 
the remaining teachers had their classes covered while they participated in the 
interview. For some teachers this was challenging and therefore resulted in two of 
the interviews being rushed because the teachers needed to return to class (All Girls 






3.6 CHILDREN’S FOCUS GROUPS 
The initial contact with child participants in the information session had provided me 
with a chance to build rapport with the children and give them a good understanding 
of the topic under investigation and what they could expect during the focus group. 
All 6 focus group interviews took place in the participating schools in the presence 
of a staff member and lasted on average, one hour. Out of concern for protecting the 
identity of the school and the children participating in the group, I facilitated the 
group discussion without the use of an ‘observer’, reflecting a ‘single-handed focus 
group facilitation’ commonly found in academic research (Bloor et al. 2001, in 
Parker and Twitter 2007, p. 26) 
Each signed consent form was checked with the teacher to ensure that both parent 
and child had agreed to participate in the study. Children were thanked for their 
participation, were reminded that there were no right or wrong answers and that they 
were under no obligation to answer a question. They were also reminded that if they 
did not wish to continue, they could withdraw from the study at any time and return 
to class. Issues regarding confidentiality were revisited with the children. At this 
point, the DVR was turned on and the interview commenced.  
As I was keen to have a good participation in the discussion, a more ‘structured’ 
approach (Morgan 1996b, p. 145) was taken whereby I suggested that participants 
pass the DVR to each other when they wanted to speak. This also ensured that their 
voice was captured on the recording. In a typical classroom setting, the children put 
their hands up when they wanted to respond to a question or interject. Despite efforts 
to keep the context and conversation as informal as possible, there was a sense of 
restrictive and formality about some of the interviews. This was particularly 
noticeable in the All-Girls school (where the focus group took place in a small 
learning resource room). I attributed this to my presence in the school as a visitor and 
possibly prior caution from the school in advance of the focus group discussion.  
Indeed, Green and Hart (1999) in their discussion of the impact of context on data 
found that their discussions with children in focus groups were more formal in 
school settings where children are more likely to wait for permission to speak. This, 
however, did not detract from the richness of the data that resulted from the focus 
group interviews. When all topics had been covered, the children were thanked for 
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their participation and offered some treats at the end. A total of 6 hours of recorded 
interview data was generated through the 6 focus group interviews. 
 
3.6.1 Challenges Encountered while Conducting Focus Group Interviews 
The use of focus groups in research has both its strengths and weaknesses (Morgan 
1996a) and the researcher can encounter many challenges using them as a method of 
data collection (Mason 2018; Sarantakos 2005; Savin-Baden and Howell-Major 
2013). Potential problems can include some participants taking over, while others 
remain silent. Whilst the focus groups ran smoothly, some difficulties were 
encountered. Finding a date and time that was agreeable to the school was 
challenging. Waiting on consent forms to be returned was also difficult. On two 
occasions, the focus group interviews were rushed towards the end as children had to 
attend other events in the school. On one occasion, I arrived at the DEIS school to 
find that the children had been taken to an external sports event. I also found that the 
room set-up can impact on the how the focus group is conducted. For example, due 
to very limited space restrictions in the All Boys school, the focus group took place 
in a small space at the far end of a large classroom and consequently, on occasion, 
there were some noise difficulties. While these challenges were inconsequential, they 
highlight the difficulties that the researcher can encounter in the field as well as the 
resourcing challenges faced by schools.  
 
3.7 RECORDING AND TRANSCRIPTION  
All interviews and focus groups were recorded using a Digital Voice Recorder 
(DVR). Notes were taken immediately following interviews with parents and 
teachers and focus group interviews with children, that reflected important features 
of the interview (Braun and Clarke 2013), how I felt the interview had progressed 






3.8 Section Summary 
This section has presented a discussion on the research methods employed in the 
study. The process of participant recruitment and an account of procedures adopted 
in the conducting of interviews has been described. The following section presents 
an account of the analytical approach taken in this study which was informed by the 
seven- stage Thematic Analysis (TA) framework as advocated by Braun and Clarke 
(2006, 2013) and an Ecological Systems Theory (Bronfenbrenner 1979) lens. Whilst 
a predominantly inductive approach to analysis was used, the rationale for adopting 
this ‘hybrid’ approach is outlined. Detail is provided on each of the seven stages of 
Thematic Analysis.  
3.9 APPROACH TO DATA ANALYSIS- A ‘HYBRID’ APPROACH 
Braun and Clarke (2006) advise researchers develop an ‘analytic sensibility’ (p.210) 
which they describe as ‘the skill of reading and interpreting the data through the 
particular theoretical lens of your chosen method’ (p. 210). In the context of this 
study, the lens of Bronfenbrenner’s Ecological Systems Theory (EST) was used in 
the various stages of data analysis and interpretation. One aim of the study was to 
explore the systematic factors that may contribute to or detract from the use of ICT 
as a tool for learning at home and at school (microsystem). Another aim was to 
explore mesosystem factors such as the links and relationships between home and 
school regarding the use of ICT for learning. Exosystem factors, such as policy, were 
also deemed important. Similarly, the role of the macrosystem, including cultural 
and social influences, was also considered. Thus, an analysis of the data included the 
inclusion of latent, ecological codes that is further discussed in 3.9.1.3.  
 
3.9.1 Thematic Analysis 
Braun and Clarke (2006) distinguish between a top-down or theoretical thematic 
analysis, that is driven by the specific research question(s) and/or the analyst’s focus, 
and a bottom-up or inductive one that is more driven by the data itself. While EST as 
the theoretical framework of the study provided the lens through which the data 
could be analysed and interpreted, Thematic Analysis (TA) as a method of analysis 
provided the framework in which the data could be coded and organised towards the 
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development of themes. As a method of analysis, TA is a flexible approach and 
allows the researcher to draw on theoretically derived themes while remaining 
attentive to new concepts that may emerge. As Joffe (2012, p. 211) advises ‘there is 
little point in conducting qualitative work if one does not want to draw on the 
naturalistically occurring themes evident in the data itself’. She further adds that ‘a 
dual deductive/inductive and latent/manifest set of themes are used together in high-
quality qualitative work’ (Joffe 2012, p. 211). Therefore, this study took both an 
inductive and deductive approach to analysis, approaching the data with research 
questions that required answers whilst also allowing for new themes to emerge. This 
hybrid approach to analysis for example allowed for a focus on the use of ICT for 
school, curriculum learning while also being open to other learning activities that 
children were engaged through the use of digital technologies.  
Thematic Analysis also acknowledges the researcher in the process of interpretation 
as being active in coding and developing themes. This approach recognises the 
subjectivity of the researcher and thus is in line with the ontological and 
epistemological perspectives employed in this study: an interpretivist constructivist 
research design. Notably, Joffe (2012) advises on the suitability of TA for a wide 
range of theoretical and epistemological approaches that include social 
constructivism, and its effectiveness in ‘elucidating the specific nature of a given 
group’s conceptualisation of the phenomenon under study’ (Joffe 2012, pp. 213-
215). 
There are seven stages to the Thematic Analysis Framework (TA) as advocated by 
Braun and Clarke (2006): 
1. Transcription 
2. Familiarisation with the data 
3. Generating initial codes 
4. Searching for themes 
5. Reviewing themes 
6. Defining and naming themes 




3.9.1.1 Stage 1: Transcription 
As was noted earlier in section 3.3.3.5, following transcription of the pilot interview, 
a decision was made to use a professional transcription service. Audio files were 
forwarded electronically to the professional transcription service and transcripts were 
returned in Word format. From there, each file was saved on the researcher’s 
personal computer and password protected. Files were then imported in to NVivo,  
which was used as a means of organising and managing the process for coding of the 
data which is discussed further in section 3.9.4.1. In line with UL Education and 
Health Sciences Ethics Committee, approval for the research project, audio files will 
be retained until the end of the project.  
 
3.9.1.2 Stage 2: Familiarisation with the data  
Braun and Clarke (2013) speak of this phase as where the researcher becomes 
‘intimately familiar’ with the data set through a process of reading and re-reading. 
Following the transcription of the audio recordings of interviews and focus groups, 
hard copies were printed and read in their entirety, noting points of interest and 
possible codes. Indeed, the analysis of the data was an ongoing process rather than a 
clear separation of the data collection and interview stages. For example, as has been 
previously mentioned, notes were taken immediately after the interview process on 
points of interest in the data. Indeed, Saldaña (2016) advises that the researcher 
should not wait until all the fieldwork has been completed but should ‘Start coding 
as you collect and format your data’ (p. 21). This stage of the analysis also involved 
reading the data ‘actively, analytically and critically’ (Braun and Clarke 2013,  
p. 205). The audio recordings were therefore revisited, permitting a deeper 
awareness of the data and a reconnection with the interviewees and their stories.  
 
3.9.1.3 Stage 3: Generating initial codes 
Described by Braun and Clarke (2013) as the ‘building blocks of analysis’, coding is 
the ‘process of identifying aspects of the data that relate to your research questions’ 
(Braun and Clarke 2013, pp. 206-207). Braun and Clarke distinguish between 
semantic and latent codes, the former favouring codes that are data derived and the 
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latter preferring a more theoretical interpretation of the data. As this study aimed to 
address specific research questions that acknowledged the systematic nature of the 
phenomenon under study, whilst also being open to the emergent codes within the 
data, latent codes also known as a priori codes were created in advance of 
commencing a line-by-line approach. For example, as a means of exploring the 
mesosystem connections between home and school, this study was interested in 
finding out if parents and teachers were aware of the latest Irish ICT in Education 
policy, the Digital Strategy.  Therefore, a code named ‘policy awareness’ was 
created in each of the parent and teacher folders. An example of the latent codes 
determined in advance of the study are illustrated in Table 9 below. 
 
Table 9: Latent Codes  
Types of ICT at home including reasons 
for purchasing ICT 
Microsystem and Macrosystem 
(societal values and trends) 
Types of ICT at school Microsystem 
ICT for learning – At home Microsystem 
ICT for learning – At School Microsystem 
Apps for learning Microsystem and Mesosystem 
Rules at home and at school Microsystem 
Teachers of Technology- Children helping 
parents use ICT 
Microsystem 
Parents helping children use ICT Microsystem 
Facilitators at home  Microsystem 
Differences between home and school use Microsystem and Mesosystem  
Facilitators at school Microsystem 
Homework using ICT Mesosystem 
Parental Knowledge of ICT use in school Mesosystem 
Relationship with School- Partnership Mesosystem 
Policy Awareness Exosystem 
 
Before commencing with the line-by-line approach of open coding, the approach 
recommended by Saldaña (2016) was considered as a suitable method of coding the 
data. Describing coding as ‘the analytic act as one that assigns rich symbolic 
meaning through essence- capturing and/or evocative attributes to data’, Saldaña 
(2016) offers a comprehensive coding approach that may be useful to qualitative 
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researchers in capturing meaningful elements of the data. His thirty-three coding 
methods are useful in developing a deeper awareness and understanding of the data 
and alert the researcher to key occurrences that may otherwise go unnoticed. In this 
study, as interest centred on exploring how children, parents and teachers perceive 
ICT for learning, the coding methods (Saldaña 2016) deemed most useful for this 
study were as follows: 
• Emotion Coding: A separate folder was created in NVivo to capture 
participants’ emotions about technology (E.g., ‘he gets angry’) 
• In Vivo Coding: Uses short phrases or words from participants (E.g., ‘The 
Poisoned Chalice’. These were captured within NVivo nodes.  
• Values Coding: The application of codes that reflect a participant’s values, 
attributes, beliefs, representing his or her perspective or worldview,  
(E.g., ‘I was always really fascinated by technology’). 
• Versus Coding- A lens to look at moments in the data where individuals, 
concepts, processes are in direct conflict with each other (e.g., the vision of 
the Department of Education regarding ICT versus teachers’ perspective or 
indeed practices in the home)  
 
Following the inclusion of the latent codes within NVivo, the creation of an 
‘Emotions’ folder (Saldaña 2016) to capture participant emotions and the TA (Braun 
and Clarke 2006, 2013) framework (illustrated in Figure 7), the process of open 








3.9.1.3.1 Organising the data within NVivo 
Mason (2018) advises against thinking that data management software analyses or 
interprets data, considering its real value is helping one get in the ‘analytically 
generative zone’ (p. 195). As noted earlier (Section 3.9), NVivo provided a useful 
means of organising and managing the data for the study. For instance, the data 
collected for the study generated a total of 36 transcripts consisting of hundreds of 
pages. The 36 transcripts were imported in to NVivo creating an ‘Internals’ folder 
consisting of Parent Interviews, Focus Group Interviews and Teacher Interviews 
(See Figure 3.3 above). Due to the size of the data set, the decision was made to code 
each data set into three separate folders. Figure 8 provides an example of coding 
under the heading of ‘Children’s Interviews’.  
 
 
Figure 8: Open Coding sample from interviews with children 
 
Consequently, codes were easier to see and manage when coded under participant 
type. Coding the data is captured within ‘nodes’ in NVivo, however for the purposes 
of clarity in this study, these are referred as codes. As each code was created, a 
descriptor was added (First round open-coding codebook can be seen in Appendix 
P). This proved useful as there was some overlap between codes. For example, the 
code ‘Google’ was present across all three data sets.  
The use of NVivo also permits querying nodes with the same names across data sets. 
This was useful after first round coding where nodes with the same name became 
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visible. Thus, the next step in the coding process involved manually checking for 
similarities of codes across the entire data set of parent, teacher and focus group 
interviews with children.   
Codebooks were printed and their descriptors were checked for accuracy and 
similarities. Where similarities were present, codes were merged or added as a child 
node (sub code) to a parent node (code). For example, ‘children and danger' was 
merged with 'danger'. Another example was a code common to all three sets of data; 
‘project work’. All ‘project work’ codes from each of the folders were then copied 
into the next folder in NVivo called ‘Candidate Themes’ under the heading of 
‘Learning with ICT. This moving over and back across the data set (Braun and 
Clarke 2013) allowed for patterns to be more clearly illustrated and assisted in the 
identification of candidate themes, the next stage in thematic analysis. Figure 9 




Figure 9: Moving from open coding to candidate themes 
 
3.9.1.4 Stage 4: Searching for Themes 
Following the open coding strategy across the entire data set, the next stage involved 
examining the codes in order to identify significant broader patterns of meaning 
(potential themes). Braun and Clarke (2013) advise that themes at his stage are 
provisional and that determining the importance of a theme ‘is not about counting, 
it’s about determining whether this pattern tells us something meaningful and 




Process of Open coding 
each data set seperately 
Checking each code and 
its desciptor for accuracy
Exploring similarites of 
codes across the data sets 
Merging all three data 
sets in to one data set in 
the development of 




important for answering our research questions’ (p. 230). Candidate themes were 
created to reflect the codes and all their relevant data. Braun and Clarke (2013) 
advise researchers to consider a number of factors during the process of identifying 
themes, which include exploring if there is a central underlying concept that fuses 
the data, how the theme relates to other themes and are there enough significant data 
to support the theme. However, despite the usefulness of NVivo as a data 
management tool, a difficult point was reached in the analysis after the first round of 
open coding that resulted in dealing with hundreds of codes (over 600) and it became 
difficult to move on to the stage of developing candidate themes. As an example, 
during the process of open coding, there were many moments where a phrase or an 
idea regarding a theme occurred. A folder within NVivo was created named 
‘possible names of themes/subthemes’ to capture these phrases. For example, there 
was a developing sense from this stage of the data analysis that there was a 
disconnect between the home and school, within schools, and between schools and 
the Department of Education regarding the use of ICT for learning. This theme was 
therefore tentatively named the ‘Disconnect of the Connected’.  
However, it was not clear whether this would be a theme on its own or a subtheme or 
indeed whether it would develop into a theme at all. Thus, it was necessary at this 
stage to pause and to ‘re-think the analysis a bit’ (Braun and Clarke 2013, p. 234). 
Therefore, the decision was made to print the code books created under each of these 
themes. In line with the colour coding that had been used the first round of open 
coding through NVivo, the code book for the interviews with children was printed in 
blue, the code book from the teacher interviews was printed in green and the code 
book from the parent interviews was printed in pink. Each of the codes was then 
manually cut and glued and separated and under the headings of potential themes. As 
a visualisation exercise, this was very useful in clarifying where the codes might 
create a better ‘data-theme fit’ (Braun and Clarke 2013, p. 234). Figure 10 provides a 





Figure 10: An example of a paper exercise used in the process of searching for 
candidate themes across the data set 
 
The next stage involved checking the candidate themes against the dataset in order to 
see if the themes made sense in their own right, as well as fitting together as part of 
the complete analysis (Braun and Clarke 2013, p. 231). A total of ten candidate 
themes were created and are seen in Table 10 below. The first column in this table 
indicates the name allocated to the candidate theme. The second column provides a 
description of each theme. The third column reflects the number of combined 
sources (children, parents and teachers) that contributed to the theme. The fourth and 
final column in Table 10 indicates the number of combined references from 
participants that make up each of the candidate themes. Table 10 is followed by 
























Children are surrounded by digital 
devices; they are a natural phenomenon in 
the world of the child.  
31 198 
No escape from 
technology 
The prevalence of technology in the lives 
of children. 
There is little chance to escape which has 
consequences, however technology also 
brings benefits 
31 133 
The use of ICT in 
Different 
Environments 
Difference in ICT use at home and ICT 
use at school 
34 341 
The Benefits of 
Technology 
The many benefits that technology brings 
33 289 
Facilitators 
The facilitators at home and at school that 
promote use of ICT for learning 
28 287 
Barriers 
The barriers in the home and school in the 




The uses of technology for learning, both 









The uses of technology for entertainment 
and gaming 
32 98 
Technology is not 
everything 
Recognition by parents’ teachers and 
children that technology is only one part 
of the life of the child. Balance is required 
in its use. Socialising with friends and 




The impact of ICT on the Health and 
Wellbeing of the child 
36 505 
The Students and 
Teachers of 
Technology 
Denotes where and from whom children, 







Figure 11: Capturing the development of Candidate Themes within NVivo 
 
3.9.1.5 Stage 5: Reviewing themes 
Braun and Clarke (2013) describe this stage as the ‘quality control’ stage in relation 
to the analysis of the data (p. 233). They advise a number of steps in ensuring the 
researcher is ‘faithful to the data’ (Braun and Clarke 2013, p. 233). These include 
revisiting the coded and collated data, and returning to the entire data set to ensure 
that theme captures the meaning of the dataset in relation to the research questions 
and preparing ‘to let things go’ (Braun and Clarke 2013, p. 233). Having the research 
questions close at hand during this stage was very important in determining if the 
themes that had developed were captive of the dataset. The key research question in 
this study is ‘How do children, parents and teachers perceive the use of ICT for 
learning?’ It was necessary to consider carefully at this stage if themes were relevant 
to the overall research question but also be true to the story of the data. For example, 
‘Health and Wellbeing’ was deemed a theme in its own right because participants 
across all three data sets raised concerns about the negative impact that technology 
was having on children. In this phase, candidate themes were redefined and reduced 
to four overarching themes. Figure 12 provides an example of how 5 candidate 





Figure 12: A process of reducing candidate themes to overarching themes 
 
3.9.1.6 Stage 6: Defining and naming themes 
Braun and Clarke (2006) advise writing ‘theme definitions’ that allows for focus and 
writing boundaries around each theme (p.249). During the initial open coding 
process and indeed listening to the audio recordings, there were certain prominent 
words or phrases in the data such as ‘Winning the War’ and ‘Blue Suns’. A file was 
created within NVivo to capture these which was then then revisited to examine if 
they captured key patterns in data as well as meeting the need to address the research 
questions. Thus, this phase involved working out what was unique about each theme 
and allocating a name to it that captured the essence of the theme. The names 
allocated to each theme were drawn directly from the words of the participants and 
are illustrated in Figure 13.  
 
Figure 13: Defining and naming themes - the allocated names (Braun and Clarke 
2006) 
Living Unmercifully with 
Technology













The Possibility of 
Learning
Theme Three 
'The Only Exercise 







3.9.1.7 Stage 7: Writing up  
The final phase of TA involves the writing up of the information ‘in to a complex, 
nuanced yet streamlined analysis that tells a clear, coherent and compelling story 
about the data and what they mean’ (Braun and Clarke 2013, p. 249). Thus, with the 
aim of logically connecting the themes (Braun and Clarke 2013), the findings 
chapter commences with the background context in which technology is being used 
by the child and centres on the types of technology that children are using in their 
everyday lives (Living ‘Unmercifully with Technology’). The next theme ‘The 
Possibility of Learning’ is concerned with the participants’ views on the use of ICT 
for learning and the kinds of learning activities that children are engaged in using 
technology both in school and at home. The third theme ‘The Only Exercise They’re 
getting is their Thumbs’ reports on participant concerns around children’s 
technology use which connects to the final theme, ‘The Poisoned Chalice’ which 
presents the findings relating to the barriers and opportunities for teaching and 
learning with digital technologies.  
 
3.9.2 Section Summary 
This section has provided a detailed account of how the data was analysed, the 
findings of which are presented in the next chapter- Chapter 4. As noted earlier (in 
Section 3.2), as part of the research design of the study, ethics is not a separate 
component of the research design model, it frames the entire model at all stages of 
the research design (Maxwell 2013). The following section presents a discussion on 
how ethical considerations which been applied in the research design of this study.  
 
3.10 ETHICAL CONSIDERATIONS 
Ethical research requires the researcher to be ‘prepared, reflexive, flexible, adaptive, 
and honest’ (Markham 2006, p. 4) and ethical concerns should be involved in every 
aspect of design’ (Maxwell 2013, p. 7). The unpredictability of research and how it 
may unfold prevents ascertaining in advance of the research project all the ethical 
issues that may arise during the study. Nevertheless, it is very important that the 
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researcher consider any ethical dilemmas that may arise during the research project 
(Cresswell 2009; Mason 2018).  
A number of models and frameworks exist to support researchers in considering 
ethical issues in their research projects (DiCicco-Bloom and Crabtree 2006). This 
study adopts the recommendations of Braun and Clarke (2013) who advise on the 
core principles of ethical research: informed consent, confidentiality, the right to 
withdraw, not subjecting participants to (unnecessary) risks and being honest and 
demonstrating accuracy in the reporting of research results.  Table 11, overleaf, 
provides an overview of the strategies adopted to ensure the research project was 
conducted in a safe an ethical manner throughout the entire design of the study 
(Mason 2018; Maxwell 2013). It is preceded by a more detailed discussion on the 
adoption of the approach taken in the study concerning informed consent, averting 
unnecessary risk and confidentiality and anonymity protocols.  
 
3.10.1 Informed Consent and Child Assent 
This study was guided by the principle of informed consent (Mason 2018; 
Sarantakos 2005). Parent and teacher participants and school principals were 
provided with clear information that explained the voluntary nature of the study, 
the nature of their involvement in the study and how the studies’ findings would 
be disseminated. As per national and good practice guidelines (Cleary et al. 
2012) parental consent and child assent was obtained. 
 
3.10.2 Avoiding unnecessary risks 
Prior to entering the field and in line with the University of Limericks ethical 
guidelines, ethical approval for this study was sought and granted from the 
University of Limerick Education and Health Sciences Ethics Committee, firstly 
in January 2016 and then again in June 2017 (Appendix A) to reflect the 
inclusion of children and teachers as participants in the study. This process 
allowed for consideration of and reflection on any ethical issues that might arise 
in the study. One important consideration was ensuring that all efforts would be 
made to ensure that children rights’ and interests were protected.  
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Table 11: Ethical Strategies adopted in this study 
Core Principles of 
Ethical Research  








All efforts were made to ensure that 
participants were fully aware of the 




3.5; 3.6; 3.7; 
3.8.1 
Appendix 
C, G, K, L. 
2. Confidentiality Participants were advised that there 





Regular ongoing communication with 
supervisor concerning ethical issues.  
 
Application and approval from 
University of Limerick Education and 
Health Sciences Ethics Committee.  
 










4. The right to 
withdraw 
Participants were advised of their 
right to withdraw from the study at a 
number of different junctures such as 
the recruitment stage and the 
interview stage  
Sections 
3.5.1; 3.5.2;  
3.5.3.1; 3.6.7 
Appendix 
C, G, K, L. 




An accurate (Cresswell 2009) careful 
and honest representation of the data 
(Mason 2018) is presented in this 
study (Chapter 4 – Findings) where 
all four themes are supported with 




3.10.2.1 Child Protection Guidelines 
A key ethical concern in research involving children is evaluating the level of risk to 
which a child may be exposed. ‘Risk refers to potential harm (physical, 
psychological or social) that may arise from the research’ (Cleary et al. 2012, p. 2). 
Whilst the research topic was not deemed to be potentially sensitive as it has as its 
focus, the use of ICT for learning, a concern for children’s safety online had been 
highlighted in the research literature (Hollingworth 2011; Livingstone 2016; O’Neill 
2012). Therefore, in advance of the conducting focus groups, I had to consider that 
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children may disclose personal information relating to on-line activity, such as 
bullying or information of a sexual nature. Consequently, I had to be alert to the fact 
that a child may get upset during the group discussion. 
Thus, in order alleviate as far as possible any potential difficulties during the focus 
group interviews, another meeting with the school principal was held to discuss the 
schools’ Child Protection Policy and Child Protection Guidelines. It was a vital part 
of the study that the guidelines were adhered to in the event of a child protection 
safety issue being disclosed during the focus group. This meeting was an opportunity 
to discuss some safety issues such as the presence of a staff member during the focus 
group discussion. Such protective measures ensure protection for children as well as 
the researcher (Cleary et al. 2012). It also gave me as the researcher a greater sense 
of security knowing that I had the support of the school in the event of a child 
becoming distressed. See Appendix A for signed declaration of Acceptance of the 
University of Limerick’s Child Protection Guidelines. 
 
3.10.3 Issues of Confidentiality and Anonymity 
Protecting the identities of research participants is a fundamental part of ethical 
research (Cleary et al. 2012). In this study, I have endeavoured to ensure that the 
participants’ identities remain confidential. Audio recordings were saved and 
password protected on a memory stick which was locked in cabinet in the PhD 
researcher’s office at home. All participant interviews were assigned codes. A 
separate record of codes as they had been assigned to participant’s interview 
transcripts were stored in a separate file to the actual transcripts and locked in a 
cabinet in the researcher’s (PhD student's) office at home. A professional 
transcription service was employed whereby the files were uploaded to a secure 
location. These files were uploaded and identified in numeric terms, such as 
‘Interview 8’. Following transcription, documents were returned to me in word 
format. Recordings and documents were deleted by the transcriber on confirmation 




3.10.3.1 Use of Pseudonyms 
Initially, this study focused on parental perspectives on the use of ICT for learning 
but evolved to include the perspectives of children and teachers. Pseudonyms were 
allocated as following to parent participants in order to protect anonymity: 
Miriam (PPAG) - (Miriam, Parent Participant, All Girls) 
Similarly, teachers were allocated a pseudonym, followed by their role in the school, 
followed by school type, for example: 
Denis (RSDEIS) - (Denis, Resource Teacher, DEIS school) 
6 focus groups were conducted with children, comprising 44 participants in total, 
across the 6 participating schools. For practical reasons and without denying the 
reader important details, child participants were allocated the following style of 
codes: 
CPAGFG - (Child Participant, All Girls Focus Group) 
In some situations, however, pseudonyms were allocated to names of children and 
teachers if mentioned by the children during the focus group interviews. A full 
listing of abbreviations used for children, parent and teacher participants is provided 
in Appendix O.  
 
3.10.4 Section summary 
This section has provided an account of the efforts made to ensure that this study 
was carried out in an ethical manner. The following and final section of this chapter 
presents a discussion on issues of validity and reliability pertaining to this study.  
 
3.11 VALIDITY AND RELIABILITY 
Questions of validity and reliability in qualitative research are deemed controversial 
(Braun and Clarke 2013; Maxwell 2013; Tracy 2010) and are often ‘open to dispute’ 
(Seale 2002, p. 106). The terms reliability and validity are regularly associated with 
quantitative research (Mason 2018). Seale (2002) considers discussing validity and 
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reliability are another ‘foundationalist’ habit of thought by discussing their relevance 
to qualitative research. Similarly, Agar (1986) suggests that terms such as reliability 
and validity do not fit the details of qualitative research and have proposed the 
concepts of credibility and accuracy of representation (Agar cited in Krefting 1991  
p. 215). However, as Tracy (2010, p. 838) advises, ‘Rules and guidelines help us 
learn, practice, and perfect’. A number of models, criteria (Cresswell and Miller; 
Tracy 2010) checklists (Braun and Clarke 2013) or concepts (Lincoln and Guba 
1985) are available to researchers in order to determine if their projects can be 
assessed as being rigorous and of high quality. While there is no absolute model that 
can guarantee the reliability and validity of a study, actively using a number of 
‘reliability procedures’ (Gibbs 2007, cited in Cresswell 2009, p. 190) and ‘validity 
strategies’ (Cresswell 2009) provide an operating lens through which questions of 
rigour, truth, and quality can be considered.  
3.11.1 Reliability – Trustworthiness 
Kvale and Brinkman (2009, p. 245) advise that ‘reliability pertains to the consistency 
and trustworthiness of research findings’. Table 12 outlines the three main tenets of 
their approach to ‘interviewer reliability’ at the interview, transcription and analysis 
stage when using interviews as part of a research design. It also details how this 
study has demonstrated strategies to support its reliability. Acknowledging the 
various difficulties that qualitative researchers may have with terms such as 
reliability, Mason notes that researchers should be concerned with: 
ensuring and demonstrating to others- that your data generation and analysis 
have not only been appropriate to the research questions, but also thorough, 
careful, honest and accurate (as distinct from true or correct- terms which 
many qualitative researchers would, of course, wish to reject. 





Table 12: Interviewer reliability strategies adopted in the study 
Interviewer 
reliability 
Stage and Strategies 





At the interview stage: Cognisant that children can be ‘easily led’ 
by questions posed by an adult (Kvale and Brinkman 2009, p. 146) 
every effort was made to avoid leading questions. Similarly, teachers 
and parents were advised that I was interested in listening and 
hearing about their views and opinions. 
To test the wording of the research questions, a pilot study was 
conducted with parents. For the focus groups with children, the 
wording of the interview questions was checked in advance with a 
colleague and my supervisor. In addition, ethical approval for the 
interview guide was granted through the University of Limerick 
Research Ethics Committee (ULREC, see Appendix D, H and J for 
interviews schedules.)  
Transcriber 
Reliability 
At the transcription stage: A professional transcriber was used to 
transcribe all interviews. On receipt of the transcripts, recordings 
were played in conjunction with reading of the transcripts to ensure 
accuracy.  
Categorization 
At the analysis stage: This study clearly outlines how the date was 
analysed. The process underpinning the development of codes and 
categories has been clearly detailed. In order to avoid a ‘biased 
subjectivity’ i.e. only looking for evidence supporting this 
researcher’s opinion, I engaged in a long and persistent reflectivity in 
the development of categories and themes using a thematic approach. 
In addition, ongoing consultation took place with supervisors 
regarding the development of codes and categories. Furthermore, the 
theoretical positioning of the researcher has been clearly outlined in 
this chapter.  
 
Mason (2018) further advises demonstrating that data have not been ‘invented’ or 
‘misrepresented’, that the researcher has attended carefully to the recording and 
analysis of the data and that an account should be provided of ‘the degree of 
accuracy you claim to be providing’ (Mason 2018, p. 236). Holliday (2007, p. 175) 
advises that an important consideration of rigour and validity in qualitative research 
‘is making sure that the researchers claims are appropriate to the data she has 
collected and true to the people and their affairs within the setting, without 
exaggeration’. This study has provided a detailed account of the research design, the 
methods of data collection and the coding and analytic framework used. 
Furthermore, findings are supported with key extracts from the participant interviews 
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(Chapter 4 – Findings) proving for a ‘thick description’ (Geertz 1973, p.7) of how 
the participants view the use of ICT for learning.  
 
3.11.2 Validity Threats 
Cresswell and Miller (2009) advise incorporating a number of strategies into the 
research study to ensure accuracy of the findings. This researcher drew on a number 
of suggestions, strategies and theorists (Mason 2018; Maxwell 2013; Tracy 2010) 
which were useful as reflective agents in enhancing the assessment of the accuracy 
of the analysis of the findings. Noting that not every strategy for testing the validity 
of conclusions and the existence of threats in a research study, Maxwell (2013) 
advises the researcher to consider the validity threats that are more serious to the 
study and what strategies best deal with these. Maxwell (2013) contends that 
‘making validity an explicit component of design can help you address the issues of 
validity threats to the research proposal’ (p.22). He points to two broad types of 
validity threats; (i) researcher bias and (ii) reactivity.  
 
3.11.2.1 Researcher Bias 
According to Maxwell (2013, p. 123) it is impossible to disregard the researcher’s 
beliefs, theories and lens: 
Instead, qualitative research is primarily concerned with understanding 
how a particular researcher’s values and expectations may have 
influenced the conduct and conclusions of the study (which may be either 
positive or negative) and avoiding the negative consequences of these.  
 (Maxwell 2013, p. 124).  
  
In the present study, efforts to avoid researcher bias were made in several ways. 
Firstly, the study’s rationale was made very clear. Secondly, the philosophical 
position (ontological and epistemological) of the researcher has been explained along 
with a detailed account of how this translated in adopting a qualitative 
methodological approach. I believe that engagement with the participants, 
developing an understanding of their views and developing meaning in the analysis 




It is very important that the researcher recognises the possibility of reactivity, which 
relates to an understanding of the researcher’s influence on what the participant says 
and how this affects the validity of the inferences that can be drawn from the 
interview. In this study, participants were made aware that I was interested in 
hearing what they had to say and that there was no ‘right’ or wrong ‘answer’. For 
example, in interviews with parents and teachers, I advised at beginning of the 
interview that I would be saying very little and that what may appear as a lack of 
interest in what they were saying, was in fact my intention for the participants to 
speak without interruption or judgement.  
 
3.11.3 Triangulation 
The literature on research methodology proposes the concept of triangulation as an 
important criterion in establishing quality research. According to Tracy (2010,  
p. 843), triangulation emerged from the realist paradigms ‘to rid research of 
subjective bias’. Bryman (2008) states that it is a ‘research strategy, used both in 
quantitative and qualitative research that uses more than one method the aim of 
which is to infer greater confidence in findings’, and continues that it can ‘operate 
within and across research strategies’ (Bryman 2008, p. 379). Not all researchers 
approve of triangulation as a research strategy. Mathison (1998, p. 13) suggests that 
triangulation ‘is essentially a strategy that will aid in the elimination of bias and 
allow the dismissal of plausible rival explanations such that a truthful proposition 
about some social phenomena can be made’. In contrast, Tobin and Begley (2004, p. 
393) propose it ‘may be another phase in the ongoing struggle for acceptance from 
the dominating scientific fold’. They instead support the notion of ‘a triangulation 
state of mind’ (p. 394) as proposed by Miles and Huberman (1984, p. 235)  
While there is debate on the epistemological and ontological use of methodological 
triangulation (Mason 2018), this study, using a thematic analysis approach sought to 
build themes ‘based on converging several sources of data or perspectives from 
participants’ (Cresswell 2009, p. 191). While Mason (2018) advises against the use 
of triangulation as a strategy of using different sources or methods to get ‘an accurate 
reading or measurement’ (p. 239) of the phenomenon under investigation, she does 
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propose that the concept of triangulation as the use of multiple methods encourages 
the researcher to approach their research questions from different angles, and to 
explore the ‘intellectual puzzles in a rounded way and multi-faceted way’ (Mason 
2018, p. 239).  
In the context of this study, the use of multiple sources of data provided a deeper 
insight into the concept of ICT for learning and aligns with the epistemological, 
ontological and theoretical underpinnings of the study. The intention of this study 
however was not to look for ‘evidence’ or investigate differences in the data but to 
advance to a ‘more secure understanding’ (Maxwell 2013, p. 102) of the topic under 
investigation and to look for ‘themes that cut across all of the data sources’ (Creswell 
2009, p. 175). Denzin and Lincoln (1994) advise of four forms of triangulation; data 
triangulation; theory triangulation; methodological triangulation and investigator 
triangulation. This study adopted three of these forms as is illustrated in Table 13, 
below.  
 
Table 13: Triangulation forms adopted in the study 
Triangulation Form Sources for this study 
Data triangulation 
(data collected from 
different sources or at 
different times) 
• 23 Parents of Primary School Children 
• 44 Children located in 6 Primary schools 
• 7 Teachers located in 6 Primary schools 
Methodological 
Triangulation  
• Semi-structured interviews with parents and 
teachers. 
• Focus Groups with children 
Triangulation by 
investigators 
• The study was conducted under the supervision of 
two other investigators 
 
3.11.4 Member Checking 
The question of ‘member checking’ (Cresswell 2009; Lincoln and Guba 1985; Tracy 
2010) or ‘respondent validation’ (Mason 2018) is regularly cited in the literature as a 
means of determining the accuracy of the research findings. This may entail 
presenting the participants in the study with transcripts of the interview or extracts of 
the researcher’s analysis. It also reveals some interesting debate as to its importance 
and use in establishing credibility and showing the quality of the research. Tracy 
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(2010) using the term ‘member reflection’ where a ‘single true reality’ is not 
assumed and ‘allows for sharing and dialoguing with the study’s findings and 
providing opportunities for questions, critique, feedback, affirmation and even 
collaboration’ (Tracy 2010, p. 844).  
On the other hand, Tobin and Begley (2004) suggest that checking is ‘certainly 
antithetical to the epistemology of qualitative inquiry and reveals inconsistencies’ 
(p.392). Similarly, while member checking according to Braun and Clarke (2013) 
can be a reliable way of demonstrating credibility and quality in the data analysis, 
they point to the need to consider the theoretical and methodological assumptions 
underpinning member checking. They advise that ‘member checking typically 
assumes that participants are the ultimate authority on, and have complete insight 
into, their experiences’ (Braun and Clarke 2013, p. 285). Thus, challenges are posed 
to the goal of interpretivism which is informed by the values and assumptions of the 
researcher.  
Mason (2018) warns against using participants to check the researcher’s 
interpretation, suggesting researchers take account of the participants’ 
‘epistemological privilege’, that is, assuming that participants possess the interest 
and knowledge to provide feedback on one’s findings. Braun and Clarke (2013), 
citing the work of McLeod (2001), advise on a range of its potential problems, 
including time constraints, for the participants and for the research, tensions 
regarding contradictory feedback and how the researcher would resolve such issues.  
In this study, parents and teachers were afforded the opportunity to review their 
interview transcript. This offer was extended to participants during the initial phone 
call where information pertaining to the study was given, and where participants had 
the opportunity to decide if they were interested in participating. At the beginning 
and end of each interview, participants were reminded that they would have an 
opportunity to review their transcript. However, none of the participants accepted the 
offer. Comments included ‘no thanks, I think I’ve said enough’ to ‘no its ok, I don’t 
think that is necessary’. Participants were not offered a fourth opportunity to review 
their transcripts as this may have made them feel it was obligatory, ethically 
contravening the voluntary nature of their participation. As Maxwell (2013) point 
out, participants’ feedback should be taken as evidence, as should the interview 
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itself, but should not understood as ‘more inherently valid than their interview 
responses’ (Maxwell 2013, p. 127).  
 
3.11.5 The Workings of the Research 
Holliday (2007) advises that an important consideration of rigour and validity in 
qualitative research ‘is making sure that the researcher’s claims are appropriate to the 
data she has collected and true to the people and their affairs within the setting, 
without exaggeration’ (p.175). He contends that one of the main ways that rigour can 
be maintained in qualitative research is for researchers ‘to show their workings, to 
reveal how they have managed their subjectivity’ (Holliday 2007, p.45). He further 
interprets the workings as the ‘infrastructure’ of the research, showing what the 
researcher did, what the study does and how the entire research project achieves 
what it does. The workings can be found in various places throughout the written 
study: the introduction, the conceptual framework, explanation of procedures and the 
significance of research strategy. Chapter 1 – Introduction, has introduced the 
research, clearly outlining its rationale and aims. The ontological and 
epistemological position of the researcher which were introduced in Chapter 1, were 
presented in more detail in this chapter. A detailed account of the research methods 
that included explanation and justification of those methods has been discussed. The 
process of data collection was presented followed by a thorough examination of the 
process and methods used in analysing the data including the coding mechanism 
(latent and semantic) and the seven-stage framework of Braun and Clarke (2006, 
2013). Furthermore, this chapter has provided a detailed account of the strategies 
adopted to support the reliability and validity of this study. 
 
3.12 CHAPTER SUMMARY 
This chapter has provided a detailed account of the research design adopted in this 
which identifies with a social constructivist philosophy. The findings of the research 
are presented in the next chapter, supported with extracts from each of the participant 
groups. For clarity, the findings chapter and the discussion chapter (Chapter 5) are 
treated separately.  
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CHAPTER 4: FINDINGS 
The interpretation of data, through analysis, transforms data from the words 
participants tell us, into a story about those words. 
                                                             (Braun and Clarke 2013, p.64) 
 
A discussion on the process involved in the collection and analysis of the data was 
presented in Chapter 3. While there is some unavoidable overlap, four key themes 
were identified, the titles of which were drawn from verbatim quotes as used by the 
participants. This chapter now presents the findings organised under these four 
themes. The data will be presented in its raw form as it was reported by the 
participants. This is congruous with a qualitative methodological approach which 
provides for greater insight into the views of the participants in their own words. 
Verbatim anonymised quotes from interview data are indented and referenced 
according to the participant and the source school. 
 
4.1 THEME 1 – LIVING ‘UNMERCIFULLY WITH TECHNOLOGY’ 
Theme One Living ‘Unmercifully with Technology’ draws its name from the 
words of a principal of an Educate Together primary school. It reflects succinctly the 
suggestion that technology use by children is a natural and daily occurrence in their 
young lives. This theme provides the backdrop to children’s exposure to technology 
in Ireland during the period 2017-2018, the means through which they were sourcing 
technology and the ways in which they were learning how to use technology. 
Theoretically, this theme illustrates the high levels of children’s exposure to digital 
technology in their most immediate home environment (microsystem).  
 
4.1.1 No Wow Factor’ 
Interviews with participants across the three participant groups (children, parents and 
teachers) revealed that technology plays a central and prominent role in the life of 
children. Many children referred to technology as being something that they were 
born with, and that they ‘grow with it’. It appears that digital technology is a 
naturally occurring phenomenon: 
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We grow with it. (CPETFG). 
 
We were born into it. When we were born it was around d'you get me and 
when some of the parents were born I doubt there was even phones 
around’. (CPGFG) 
 
When we were born we just got used to it. It was there like … our whole 
lives are based around it. (CPAGFG) 
 
The inference that technology is a normal part of the life of a child was also evident 
in the comments made by some teachers. Caroline (RTMR) for example spoke 
about technology ‘not being special anymore’, while Seamus (PET), a principal in an 
Educate Together school commented on the inconspicuous nature of ICT as viewed 
by children:  
But technology is invisible to kids. It’s everywhere. They don't see it as 
technology… the children’s generation now are probably going to be the 
first generation to live quite unmercifully with technology.  
 
There were indications from participants that children are not particularly amazed by 
technology. For example, Seamus, using the metaphor of a TV, offered his 
interpretation of how children see technology as compared to their parents and older 
adults:  
I always think that the way we think about TV is very … is probably the 
same way children think about technology and the way we think about 
TV or our grandparents actually looked at TV as this magical thing. 
 (Seamus, PET)  
 
Indications from parents also suggested that children viewed technology as being a 
normal and everyday part of their lives. When parents were asked if children spoke 
at home about their technology use in school, the responses from parents revealed 
that technology use would be so ordinary, that children would not necessarily engage 
in a discussion at home about it. Jack (PPGS) spoke about children ‘instinctively’ 
being able to use technology without fear.  Miriam (PPAG) spoke about ICT use as 
natural to children as a ‘pencil and say a notebook’ would have been for her as a 
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child. For Miriam’s children, ICT is ‘embedded’ and ‘common place’ in the school, 
its use is accepted as normal by children and therefore presenting ‘no wow factor’. 
She went on to say that her child would not talk about their use of ICT in school: 
Oh it’s embedded. Same with the interactive whiteboard.  They might say 
if something came up on the interactive whiteboard that was completely 
fascinating or interesting to them, they’ll talk about the … what they 
were looking at rather than the equipment or the technology itself. The 
technology itself is just common place. They just accept it. It’s no wow 
factor.  (Miriam, PPAG) 
 
Similarly, Kate (PPMR) remarked on equipment in the school as being ‘common 
place’ and ‘taken for granted’, noting that content was more important than the tool 
that was being used. As an example, she spoke about her children’s fascination with 
the Irish explorer ‘Tom Crean’ and ‘space exploration’ 
not because they saw it through technology … it’s the content and it’s 
brought alive to them … the visual just the whole 3D experience of it for 
them. (Kate, PPMR) 
 
An example of technology that appeared to be ‘common place’ in schools was the 
use of interactive whiteboard (IWB) and was mentioned by several parents:   
The whiteboard is so natural to them they wouldn’t talk about it. It’s just 
part of their … they go up with the pen and do … that is so natural they 
wouldn't even talk about it. That’s part of their everyday learning. 
 (Sophie, PPAB)  
 
The interactive white boards are on every day.  I know that because 
sometimes they might say Bun na Cainte or whatever was on. But I think 
there used to the interactive white board now that they don't see that as 
any big deal so they don't really talk about that.  (Elaine, PPMR)  
 
So the technology is used in everything they seem to do there because of 
the interactive white board.  (Cora, PPMR) 
 
The IWB appeared to be well integrated in schools as comments made by all three 
sets of participants suggest that it is the most frequently used technological device 
used by schools.  
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4.1.2 ‘Younger and Younger’ 
Across all three data sets, there were many indicators that children started to use 
technology at a young age. Joanne (PPET) for example, spoke about her three- and 
four-year-old sons navigating technology and ‘how quickly if they like it they will be 
able to navigate through it’. The following excerpt reveals the varying ages that 
children advised they had started using technology: 
I was probably about 10 when I started using the PS4  (ABFG) 
 
I was about 5 just starting to watch tv, grown up TV (ABFG) 
 
I started the PS2 when I was 2 or 3  (ABFG) 
 
I used my mother’s and father’s phone when I was 6 or 7 or 8  (ABFG) 
 
Well I started off at 6 with the PS2 and then I started using the computer 
more than the PS2  (ABFG) 
 
I was about four or five when I got my tablet  (AGFG) 
 
I was nine when I got my first tablet  (AGFG) 
 
One child (AGFG) indicated that she was ‘six of seven’ when they started using a 
tablet, while another advised that they got their own phone for their ‘communion’, an 
event that normally occurs between the ages of eight to nine years old.  Some 
children also referred to other younger children using technology and how it might 
be helpful for them before they had started school: 
D'you know like for kids … d'you know like if they're not going to school 
they can download something on your phone and learn about colours and 
numbers before they go into school so they get the concept of it and 





When asked if this had helped them when they had started school, the child replied 
that they could not remember their first day of school.  The notion that children 
would be comfortable using technology before they started school was mentioned by 
a teacher of junior infants who also noted their difficulty adapting to older 
technology such as a traditional camera: 
They're all brilliant on the iPad and it’s not me who taught that…they’ll 
swipe over and even I have a camera down below, an old proper camera 
that’s the camera I'm supposed to be using for school. But they're not 
even that familiar with that because they're so used to the phone camera. 
So yeah, they're very au fait and familiar with the latest gear. (ITAG) 
 
The data revealed that children had exposure to a lot of technology. As Seamus 
(PET) pointed out ‘there is no time during the day where a child doesn't have access 
to technology’. During school time, the use of the interactive whiteboard was 
frequently mentioned by children and there were several references to children 
enjoying the use of the interactive whiteboard.  
At home, however, children professed to own a vast array of devices, with 
smartphones and tablets appearing to be the most sought after. Similarly, when 
parents spoke about the digital devices that were available in the home, smartphones 
and tablets featured highly. For example, all parent participants indicated that 
smartphones were accessible at home and most parents (20 of 23) indicated that 
tablets were also available at home. The following comments by children from 
different focus groups reveal the range of technologies available to children at home: 
I’ve two phones, two DSs, two TVs and two computers and an Xbox. 
 (CPDEIS) 
 
I have an iPhone 6, I have my old iPhone 5. I also have an iPad mini and 
iPad Air 2. We have three TVs. Three stereos. We have two DVD 
players. (CPET) 
 
I have a Play Station, a computer and an iPad. The computer is all the 
family’s and the iPad and Play Station are mine. (CPMR) 
 
I have a TV, a computer and a printer, me and my sister have a phone. 




I have five TVs, I have an Xbox, phone, radio, DVD, printer, laptop.
 (CPAB) 
 
Yeah. I have an iPhone 7 and a tablet.  (CPAG)  
 
For one child, even the fireplace has smart technology capabilities:  
I have like five phones. I have a smart telly downstairs, a load … I’ve one 
in every room upstairs, I’ve two computers, an iPad and … I’ve a 
fireplace and it’s like an artificial fire and it talks and you can play music 
out through it.  (CPDEIS) 
 
4.1.3 ‘Power Banks’ 
Not only was it evident that children had access to a number of digital devices and 
from a very young age, it was also apparent that many children appeared to be 
organised and ready to be connected to a device. The sense that children have little 
opportunity to avail of experiences without the presence of technology is revealed in 
the amount of time that children appear to be using technology for a range of activities, 
as this excerpt reveals: 
I'm using my phone for Snap Chat and contacting people. I use my iPod 
for music. I use my tablet for maybe some games if I'm in the car 
sometimes. And YouTube.  (CPGS) 
 
For some children, having a powered-up phone either through a power bank, charger 
or games console was important. The extract below from a focus group (DEIS 
school) gives an indication of the extent to which children are ready to be connected 
to technology: 
For my phone I have a power bank. 
I’ve got two power banks. 
I’ve two. 
I’ve one. 




One child participant spoke about his strategy to ensure that his phone would never 
lose power:  
When my phone is fully charged I have all my power banks charging, so 
once they're charging and my phone goes, then I can just plug it in and I 
can still use it once I'm holding them.  (CPDEIS) 
 
When children were asked about the use of power banks, the participants offered 
different reasons for having them. One child indicated that it was useful if there was 
a storm, another if the phone went dead while travelling and another if his phone 
went dead on the bus. One child indicated that it was useful for remaining in contact 
with his mother. The desire to be constantly connected with a digital device was 
referenced by many of the parent participants. For example, Sophie (PPAB) 
indicated that when visiting, the ‘first thing’ her friends look for is an Xbox to play 
with. Similarly, Janet spoke of her child’s friend who asked for the Wi-Fi code as 
soon as he arrived at the front door: 
the first thing one of them asked me when he came in the door was 
excuse me have you Wi-Fi. (Janet, PPDEIS) 
 
Janet also referred to the reaction of her friends’ daughter after losing internet access 
during a storm:  
A friend of mine put up … her Wi-Fi was out for like 20 minutes because 
of a storm or something and she put up a video later on of her daughter 
rolling out the floor why is the internet off…and she’s like rolling around 
on the floor going why … when is it going to be back, can I use your 
hotspot and her mother is like nope! Nope you're not getting it (laughter) 
it’ll do you great she said, the few minutes without it!  (Janet, PPDEIS) 
It was apparent across all interviews with parents and teachers and focus groups with 
children, that children are spending a lot of time on technology. This ranged from 1 
to 5 hours with higher usage at weekends when they have more free time. One child 
(urban DEIS school) proudly admitted being ‘on 24/7’, while also referring to a ‘a 
little trick’ which made it appear that he was doing homework on his computer when 
he was actually playing a game:  
Participant: In the whole day – 4 to six hours. 




Interviewer: You're on 24/7.  
Participant: Doing my homework at home I always have my computer 
on, and my phone on. I have a little trick, it’s like all the like … the 
letters on my computer they hold up my phone and I always have it there 
and I play a game and YouTube is on then as well. 
 
4.1.4 ‘It’s Compact, It’s Small, It’s in Your Hand’ 
The portability of the devices such as the phone and the tablet appeared to be 
providing the gateway for children to spend time on technology. One parent, Janet 
(PPDEIS) who spoke about using the internet through her phone rather than the 
smart TV at home, described the phone as being ‘… easier, it’s compact, it’s small, 
it’s in your hand’. Elena echoed this sentiment when she described the use of the 
smartphone for looking up information: 
we have our smart phones and if there’s anything that needs to be looked 
up for homework or anything … or even just things he’d be asking you 
like we’d Google them on our phones, we’d never pull out the laptops. 
 (Elena, PPAB).  
 
The redundancy of larger technological devices to access the internet was also 
mentioned by Tim (PPMR), whose children favoured the use of smartphones when 
they wanted to access the internet. Miriam (PPAG) described her children favouring 
an online dictionary on the tablet, which is ‘quick, portable and easy to use’. The use 
of portable devices on car journeys was also remarked upon by Amy (PPMR) who 
referred to her son’s use of a tablet in the car, while Louise (PPGS) spoke of her 
son’s need to be entertained on long journeys: 
we go to Donegal a lot and it’s a six-hour drive so he needs some kind of 
entertainment and for that trip he can overload on his tab if he wants! He 
would watch programmes and then he might play a few games and then 
he might turn it off or listen to music and look at a magazine and … he 
does. He uses it for a lot of the trip, yeah. (Louise, PPGS) 
 
Some parents, however, like Jack (PPGS), preferred to rely on the more traditional 
methods of passing time on a car journey: 
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Eye Spy is the one to pass the time in the car. And coloured Eye Spy. 
Because in junior infants you can’t spell so we do something coloured. 
So no they don't really. They don't have screens in the car or watching 
DVDs in the car.  
 (Jack, PPGS) 
 
4.1.5 ‘Santa bought the Xbox’ 
The findings suggest that children are sourcing their technology from family 
members, in particular from parents. While some children asked for the technology, 
others indicated that it came in the form of ‘a surprise’ or a ‘present’ from parents 
and grandparents. Occasions such as Christmas, Communion and birthdays were 
often cited as the reason for receiving devices such as phones and tablets. Indeed, 
Christmas time was reported as being a very popular time for children to receive a 
piece of technology such as a phone, tablet or games console: 
My iPhone 5 my dad got me as a present. Then the iPhone 6 I got this 
Christmas. Then I got my iPad Air 2 last year for Christmas and the year 
before that in 2016 I got the iPad mini.  (CPET) 
 
The tablet came at Christmas  (CPAG)  
 
This Christmas. It’s a Samsung.  (CPGS)  
 
However, not all children were relying on the generosity of their parents, other 
family members or ‘Santa’ to buy the technology for them. Two children suggested 
that they had saved up to buy technology. One child (CPET) indicated that they had 
saved up ‘€200’ to buy an iPod. Another child (CPET) indicated that they had ‘to 
save up for most things … because there’s so much people in my house, you can’t 
just get a big present’. Miriam (PPAG), a parent, indicated that her children got their 
tablets through a mix of savings and ‘Santa’. 
Well the youngest, she’s eight and a half she got it part Santa gift, part 
savings. Cos Santa doesn't give very extravagant gifts. My nine-year-old 
girl, last Christmas when she was 8 the same thing. And then my eldest 
daughter when she was ten and a half, she wanted a tablet for her 
birthday so she saved up some money, she did some tasks and she got the 
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remainder then as a birthday gift. Just try and instil you don't always get 
what you want willy-nilly.  Miriam (PPAG) 
 
There were many similarities between the interviews with parents and children when 
participants were asked how children came to be in possession of technology. Elaine 
(PPMR) commented on the advent of First Holy Communion which would provide 
her son with an opportunity to spend his money on technology: 
so communion is coming up so certainly he’s talking about maybe buying 
an iPod or Xbox or PlayStation and that has all come from the friends.
 (Elaine, PPMR) 
 
However, for Marie, technology was a waste of money if their children were to 
spend out of their own pockets: 
I wouldn't let them buy technology with their own money. Because I 
think it’s a waste of money. (Marie, PPMR) 
 
Louise (PPGS) made an interesting distinction between buying the presents herself 
and the mythical figure of Santa: 
Interviewer: And the Xbox is his as well. Can I ask who bought those for 
him? 
Louise: Santa. We bought the tablet and Santa bought the Xbox. 
 (Louise, PPGS) 
 
While many children appeared to have use of a phone from an early age, some 
children were waiting on the advent of their 6th class Christmas7 to avail of a phone 
before they moved to secondary school. Teachers also spoke about children 
anticipating the arrival of Christmas so that they could avail of presents of 
technology. 
Like some have had mobile phones since they're in second and first class 
even. You’ll then have kids who are waiting now for the Christmas of 
 
7 6th class children are normally between the ages of 11 and 13.  
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sixth class because they're going to secondary school to get the mobile 
phone. (Caroline, RSMR) 
 
And they're mad for phones, even in first and second they're mad for 
phones. But games mainly.  (Eileen, JIAG) 
 
Margaret (VP6GS) advised that out of her class of twenty-nine 6th class children, 
there were only four that did not have a phone. She indicated that ‘a lot got them at 
Christmas’. She spoke about her own child of eight who ‘was very put out’ as there 
was a no-phone rule in their house until the commencement of secondary school, and 
yet children in her class had received them from Santa: 
But there are people in her class with one that Santa brought. So that has 
… there’s issues there. like there’s two girls in her class who got an 
iPhone for Christmas and they would be … one isn’t even 8 yet. That’s 
hard and it puts a lot of pressure on parents. And even on teachers. It’s 
filtering through, because I had to say to the four here like how … and 
again the big thing after Christmas it was phone, phone, phone and even 
an iPod nearly isn’t enough here like. It’s actually … they're nearly 
scoffing at it, it’s just an iPod. (Margaret, VP6GS) 
 
This narrative not only reflects the impression that children are using technology at a 
young age but are also almost ridiculing the idea of an ‘iPod’, which does not have 
the same cellular capacity as an iPhone and is also cheaper. This teacher also 
indicated that while some students were content with an ‘iPod’, for her 
‘…smartphones are the big thing’. This excerpt also reveals the pressure on parents 
to buy the technology. Elizabeth (PPAG), for example, indicated that parents are 
under pressure to buy technology for their children, noting her insistence by her 
nine-year old daughter that all her friends had phones: 
She has an iPod which I bought her years ago and her dad bought her a 
phone last year for her birthday but it was his old phone let’s say, she had 
told him that all her friends have phones, she’s 9 – so he said it to me 
then and I was there no! Nobody has a phone at nine. So I’ve taken the 
sim card of it and she uses it as say like another iPod in a way. 
 (Elizabeth, PPAG) 
 
Analysis of the interview transcripts suggest that ‘Santa’, particular holidays, or 
events provide parents with the justification of purchasing technology for their 
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children. As such, these events give permission to parents to buy technology for their 
children when normally they would not. It also appeared that some parents were 
investing large amounts of money in technology for their children. Stephen (PPAG), 
for example, indicated that he set up his house so that all his children would have 
access to their own technology. He felt that this would prevent them from using the 
lack of technology as an excuse for not having their homework completed: 
I’ve set the house up that they all have their own so they can’t turn 
around and say well I can’t do my work because I don't have a laptop, I 
don't have a computer, I don't have anything … there is no excuse there. 
We’ve encouraged that…But we’ve set the house in such a way that 
everything is available for them to get the information that they need.
 (Stephen, PPAB) 
 
4.1.6 ‘Keep in Touch’ 
When children were asked about their reasons for using technology, many indicated 
that they use ICT for the purposes of keeping in touch with friends and family. Being 
in contact with friends through social media was very important for most children. 
Social media types varied from ‘Snapchat’ to ‘Instagram’ to ‘Facebook’ to ‘Twitter’. 
Snapchat appeared to the most popular application amongst the children. One child 
indicated that if they did not have access to the technology ‘I’d probably only get to 
see them at school’. Staying in touch with friends who either did not live nearby or 
had moved away was also a matter of importance for some children: 
So, like if let’s say I was in Ireland and someone else was in England so 
you could still message them but you didn't have to be right beside them. 
And you can also send photos.  (CPET) 
 
Another child spoke about keeping in touch with a friend who had moved away. A 
phone and a PlayStation provided the means through which they could keep in 
contact with each other: 
I used live right beside my best friends and I moved away, we could still 
run down the road to each other but then they moved away. We couldn't 
really go to each other and I wanted the phone so I could just talk with 
them and then I got the Play Station cos they kept asking me do you want 
to get a Play Station and we could play some games or something like 




One child (CPET) indicated that he had bought a laptop with his friend so that he 
could stay in touch with his friend and for ‘Games, communication and knowledge. 
Google. Google is the best friend’. This comment would suggest that this child had 
multiple reasons for using technology and also had a close attachment to it, viewing 
technology as a ‘best friend.  
Paul, a 6th class teacher, described his students discussing their contact with each 
other outside of school.  
Yeah, these are 12- and 13-year-old boys in an era where technology is 
just kind of surrounding us so much. They do talk about their phones. It’s 
amazing to contact each other during school, if a boy is out sick oh yeah I 
was texting him yesterday or I was Snap Chatting him yesterday they do 
speak about it and they do use it.  (TP6AB) 
 
Children also indicated that technology was useful for being in contact with home:  
And then if you were out and your mam text you, you need to come home 
for your dinner then you would know instead of having to go find me.
 (CPET) 
 
When I'm out playing I’ll ring my mother if she needs me.  (CPGS) 
A number of parents also indicated that phones were useful for keeping in contact 
with their children. Kate (PPAG) indicated that her child would only have a phone 
when she would go to secondary school so that she could check that she had arrived 
in school safely.  
Elaine had decided that her son will have a phone in first year of secondary school so 
that he can contact them if he needs to: 
first year when you have to maybe call us because there’s something 
wrong or whatever. And that’s a big problem for him. He thinks he 







4.1.7 ‘Mad into these YouTubers’ 
As well as using technology to stay in touch with friends and family, children for the 
most part professed to using digital technologies predominantly for entertainment 
purposes while also indicating that they were learning through this medium. This 
ranged from playing games such as Minecraft and watching YouTube, a firm 
favourite with the children that were interviewed. From watching music videos and 
looking up songs, learning how to apply make-up or looking at types of motor bikes, 
the appeal of ‘YouTube’ was evident in children’s comments. Watching ‘YouTube’ 
videos of people’s reactions to events was also quite common activity for some 
children. This interest in the lives of others was referred to on many occasions as is 
illustrated in the extract below with the boys’ focus group: 
Participant: I like watching other people do it instead of me 
Interviewer: And do you learn anything from them 
Participant: No it’s really just to pass time 
Participant: I watch the YouTubers that play Minecraft and shooting 
games 
Interviewer: And why do you watch them? 
Participant: Like to get entertained, not just sit around doing nothing 
Participant: I like to watch games 
Participant: I just usually watch people playing games to check if it’s 
worth buying it…. 
Participant: I normally watch Minecraft or GTA Vi 
Interviewer: Why do you watch them? 
Participant: Entertainment …. To see what going on and different mods 
Interviewer: Would you follow any of the YouTubers? 
Participant:  Only two, one is a gamer and a vlogger and the other one is 
just a vlogger game and reaction videos. 
Interviewer: What are they? 
Participant: These new inventions for 2018 and just say there’s this new 
invention that you've never heard of like a cinema with bean bags that 
was one of it… 
Interviewer: So you're watching other peoples’ reactions to this new 





Children’s interest in ‘YouTube’ was also observed by some of the parent 
participants. Amy (PPMR) pointed to her son’s obsession watching ‘Lego’ tutorials. 
Robyn (PPDEIS) remarked on her son’s keen interest in talking about ‘YouTubers’ 
and his enjoyment watching other children on ‘YouTube’ who may be ‘opening 
kinder eggs and seeing what toys they get in them or he might be watching kids 
playing Play Station games’. The following narrative reflects Elena’s (PPAB) son’s 
fascination with ‘YouTubers’: 
I find more lately, he was big into his games and gaming and things and I 
find lately he’s mad into these YouTubers which I don't really 
understand. Like I've watched a few of them but they're like … talking 
about games and it’s mostly watching other people play games! From 
what I can tell it’s watching these gamers on YouTube playing their 
games and teaching you how to play them better and things like that I 
suppose. …It’s crazy I'm just like why are you watching other people 
play when you could be playing these games! I've been talking to parents 
and that’s what a lot of the kids are doing these days, it’s watching these 
YouTubers.  (Elena, PPAB) 
 
Elena’s comments also indicate that she does not see the point in children watching 
others play when they can play themselves. In addition, her comment suggests that 
this has been discussed with other parents whose children were also engaging in 
similar activity. Denis, a resource teacher was able to provide an insight into 
children’s use of ‘YouTube’ from their discussions in class.  
Conversations centred around watching ‘YouTubers’ and playing games: 
It’s predominantly games, video, YouTube what they’ve seen … They're 
using it for more entertainment  (Denis, RSDEIS)  
 
Likewise, Caroline indicated that children in her classroom did not speak necessarily 
about the technology that they are using at home, suggesting the focus of 
conversations centred on gaming: 
They talk about the games. They don't necessarily talk about the 
technology but talk about the games they play. I've never heard a child 




4.1.8 ‘Gaming I Think is Big’ 
Using technology for gaming was also mentioned regularly in the focus group 
interviews with children. One child participant noted that: 
Gaming I think is big in our age group and especially for people that play 
FIFA and then there is other people that like to play Minecraft. (CPET) 
 
Another participant in the Educate Together School spoke about playing FIFA online 
against ‘people around the world’. He acknowledged that some of these people 
would be strangers from areas such as ‘Europe, America, Australia, Asia any of them 
places’. One child participant (Educate Together) indicated that children’s use of 
FIFA and Minecraft was dependant on what the child was interested in. She spoke 
about her friend who played a lot of Minecraft: 
And he has YouTube channel and all for it and it’s just Minecraft videos. 
He’s not really that into soccer. He records videos of him playing 
Minecraft and he puts them on ‘YouTube’.                                    (CPET) 
 
This was one of the rare incidents in the interviews with children where there was 
evidence of children acting as creators rather than just consumers of ICT. However, 
one of the teachers spoke of children in his classroom having their own ‘YouTube’ 
channel: 
Not only have they the interest in these YouTubers but a lot of them have 
actually their own streaming channels and they have music channels on 
YouTube and they have … they could come in to me and say they have 
60 views on a video they created on YouTube. Personally I can’t see the 
interest, I don't know why. But I suppose if they have their phone and 
they have a good 4G connection why not, what’s stopping them! 
 (Paul, 6AB) 
 
4.1.9 ‘More Gifted at Technology’ 
Many parents implied that their children had higher levels of technological ability 
than they had. Elaine (PPMR) considered children ‘definitely more technically 
minded than we are … Even the little one can navigate her way through Snap Chat 
you know’. Mary (PPDEIS) indicated that she had no interest in learning technology 
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that she didn’t ‘have a clue how to use them ... I've no interest in it. He learned 
himself’. Similarly, Denise (PPDEIS) stated that she was ‘not one-bit techno’, while 
Janet (PPDEIS) also felt that children have a greater knowledge of technology: 
Some of us wouldn't know as much, the kids would know a hell of a lot 
more than we know … They know way more than we know. 
 (Janet, PPDEIS)  
 
William (PPAG) indicated that his children were ‘more advanced’ than him when it 
came to technical skills and that there were daily occurrences where they showed 
him how to use technology. He ascribes the reason for his children being ‘more 
gifted at the technology’ than him because he ‘didn’t grow up with it’: 
But they're like little sponges and when they do something once they 
remember it. So … they're more technical than I am at that age. Even in 
basics, you can see them with their tablets or …. Sending a text and 
they're all two fingers and they're very fast and they're looking for stuff 
and they're swapping screens everywhere and they do it so much easier 
than I do. Or my wife does.  (William, PPAG) 
 
William (PPAG) went on to speak about trying to keep up with the pace at which 
technology was moving: 
ten years ago … technology was upgraded say once a month and now it’s 
every second minute … so it’s gone ... It’s moving so fast and moving 
faster than I can learn it. Because I'm much older but it’s moving at a 
pace that our children are … they're much more adaptable to this kind of 
stuff and they're learning it faster.  (William, PPAG) 
 
William’s comment on children learning how to use technology faster than adults 
was reflective of many comments by parents on children’s’ ability to learn how to 
use technology very quickly:  
so he probably would have seen it but like literally only for couple of 
minutes you know … I just think they pick it up so quick themselves. 
 (Elaine, PPMR) 
 
I suppose they really picked it up themselves in a way you know like say 
… and one of my brothers would be more kind of when I bought the 
tablet … like I wouldn't myself technically wouldn't have a clue. He 
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bought the tablets, he uploaded everything he did all that stuff for me. 
 (Denise, PPDEIS) 
 
Parents often demonstrated their surprise at how easily their children had picked up 
using technology. For example, Sharon was surprised that her son who ‘wouldn’t be 
able to read enough’ was able to unlock his phone or switch profiles on his tablet: 
Because he’s surprised me with a few things. Like he’d be able to unlock 
my phone and I’ve never shown him how to do that. Or on the tablet, he 
knows how to switch profiles. And he … like he can read a little bit but 
he wouldn't be able to read enough to know that’s a sign out or a log off 
or d'you know. (Sharon, PPMR) 
 
There were some indications that children saw themselves as being better at using 
technology than their parents. One child (CPGS) indicated that they were better at 
playing games than their father because they were on it more, which was supported 
by another participant in that focus group, ‘I’d probably be better because I’d be 
more use to it than anyone else in my family’. Another child indicated that they were 
‘better at using the technology than my parents’, but when questioned further, 
indicated that ‘my father knows more about computers but I know more about the 
tablet or the console’.  
 
4.1.10 ‘A Generational Thing’ 
During the interviews with parents there were many instances where parents pointed 
to generational differences as a factor in how they themselves or their parents 
interact with digital technologies. Maura (PPET), for example, felt that using 
traditional methods such as books helped with information processing in comparison 
to her daughter who might learn more from using the iPad, attributing this to the 
notion that ‘they do technology, we didn't do technology’. Likewise, Kate, remarking 
on her age, felt that she learned better from books, which provided for more active 
engagement in learning while also indicating that her daughter may learn better from 
the iPad: 
as I find and it’s cos I'm so old (laughter) I find the books and turning the 
pages highlighting the things of interest, sticking the sticky bits in that’s 
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how I find it goes in more. And I find writing and I find stuff sinks in. I 
actually … I find … it’s so old. But journals on the computer. That kind 
of stuff you could read it five or six times and I actually don't feel it goes 
in. but I’ve come to realise that’s a generational thing. In my opinion. 
Actually … she probably takes it in more on the iPad that she might on 
the books. (Kate, PPMR) 
 
William (PPAG) spoke about technology moving at the same ‘…pace that our 
children are … they're much more adaptable to this kind of stuff and they're learning 
it faster’. Anne noted her limited use of the phone compared to that of her younger 
sister: 
I don't be on my phone all the time. But my sister you could tear it out of 
her hand. So everyone is different and she’s only 13 and I'm 28.  
 (Anne, PPDEIS) 
 
Robyn (PPDEIS) spoke about the difference in her technological ability compared to 
that of her mother’s generation, arguing that technology was not difficult to use if 
you went about learning how to use it. Referring to her mother’s ‘brick of a phone’, 
she inferred that some people find it difficult to adapt to technological innovation, 
‘With buttons and everything she will not let go of it, … Some people don't want to 
let go’.  
Amy (PPMR) provided an interesting, nuanced perspective on generational 
differences in using ICT. She spoke about the difference her son would experience in 
similar but ‘two different environments’, that is, the homes of both of his 
grandmothers.  
When he goes down there he’ll be on the trampoline and he’ll be out 
playing and he’ll help out with the garden and he’ll do things. When he 
goes to his other nanas he’ll do all them things as well. But he’ll get some 
iPad time as well, MTV time and things like that. So it’s up to each 
person. My mother hasn't a clue how to use it and she’s no interest in it. 
 (Amy, PPMR) 
 
Kate recalled teaching her own mother how to text and telling her ‘you can’t break 
it’, adding that learning online is a ‘part of where we are’. 
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Then I suppose it’s a natural progression, we learn online too. I just see 
that it’s part of where we are. And if I don't get the girls in now then 
they’ll be at a severe disadvantaged. Because already I can see myself 
losing ground you know with snap chat and all … because it’s not 
something I'm into. Well very quickly I could be left behind. So I've been 
conscious … I’ll have it there so the girls can be … and I'm sure in a 
short time they’ll be telling me, mammy if you do this and this, this 
works. Do you know what I saying, that they’ll be teaching me.  
 (Kate, PPAG) 
 
This suggests that Kate felt that she could easy be ‘left behind’ if she didn’t keep up 
with technology’ and that it will be her children teaching her how to navigate it. It 
was also important for her that her daughters are not left behind in their knowledge 
of technology. Keeping children up to date with advances in technology was also 
important for Amy (PPMR) who had concerns that her son would be left behind. She 
remarked on her own parents’ use of technology, a situation in which she would not 
find herself.  
But my parents and their grandparents are left behind – they don't know 
anything about ... they wouldn't even know what a white board was. So at 
least I won't be in that state in 20 years … knowing there’ll be another 
new technology out there.  (Amy, PPMR) 
 
4.1.11 ‘My Teacher’ 
While it was evident, therefore, that many parents saw their children as competent 
users of digital technologies, the findings reveal that many parents saw their children 
as being the main instructors of digital technologies in the home. For Maura (PPET), 
her child is ‘quicker with technology’ because she has grown up with it. Breda 
pointed to her seventeen- year old son as being the main instructor of technology in 
the home, describing him as ‘being fantastic with the internet’. She continued by 
saying that: 
He’s just so much into the technology and he just learned himself. He’d 
help anyone out, he helps grandparents out. My dad has about three 
different phones and he’s helped him use all those. He's fantastic when it 
comes to technology. And he didn't go on any course or anything. 




Breda also went on to indicate that she and her husband’s knowledge of technology 
grew as her son grew older: 
But I think for my son, I've learned a lot about ten years ago … that … 
everyone was getting into … think he started Facebook in sixth class, so 
8 years ago we hadn't a clue so we were learning back then as he was 
growing up. We learned with him and he was sharing everything with us.
 (Breda, PPGS) 
 
Amy spoke about challenges she faced trying to understand the game of Minecraft, 
indicating that her son was her ‘teacher’ of technology: 
he shows it to me as well and I’ve tried to do it and I just don't get it! It’s 
all about blocks and knowing how many blocks can go in a certain place. 
I don't get it at all! … I wouldn't have a clue about any of them nor my 
mum or dad…. ‘He’s more of my teacher when it comes to technology 
(laughter). Like if I was to get an Xbox for him I probably wouldn't have 
… I probably wouldn't even know how to turn it on’. (Amy, PPMR) 
 
4.1.12 ‘But they're Teaching her, my Children’ 
Many parents also spoke about children helping grandparents learn how to use 
technologies such as computers and mobile phones. Amy (PPMR) spoke about her 
son teaching her father how to use the phone ‘to how to get on Done Deal and look 
up the horses and cars for sale and stuff! Like he’s a whizz at it’. Janet spoke about 
her children showing their grandmother how to use text messaging and ‘look up stuff 
on the internet herself’ as well as helping her with her new phone: 
But they're teaching her, my children. They're teaching her how to use the 
phone. She never had a phone as such, she had the button one. But all she 
could do was make a call and answer it and hang up. Now she’s actually 
able to text, they were showing her how to text and she can look up stuff 
on the internet herself. (Janet, PPDEIS) 
 
While children spoke of their parents’ and other family members’ limited 
knowledge of technology compared to their own, they also demonstrated their 
willingness to help those not as au fait with technology use as themselves. For 
example, one child (CPMR) indicated that he helped his father with his first touch 
phone ‘and he was so used to touching the buttons and when he was trying to type, 
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he’d hit all the letters at once’. Another example was provided by a child in the 
Educate Together school:  
I taught my granddad once, I was teaching him how to use the computer. 
Because he didn't really … he doesn't really use technology only the TV 
and the radio. And he had one of the old flip phones. So I was teaching 
him how to use the computer in our house. I showed him how to use 
Google and different buttons on the keyboard.  (CPET) 
 
While one child spoke about helping her grandmother work her new phone (CPGS), 
another child spoke about how he showed his father how to take a screen shot (CPGS). 
He had learned this himself from watching ‘YouTube’. One child relayed showing her 
aunt how to use her new tablet ‘cos she didn't really know’, while another told how 
she had helped show her ‘nanny… how to send photos to my mam’ (CPGS). Another 
child stated that he was ‘…better at using the technology than [his] parents. He advised 
that while his father knew more about ‘computers’ he knew more about ‘the tablet or 
the console’. He went on to describe how he had helped his father with his Gmail 
password:  
For my dad he needed to reset his Gmail thing and he couldn't figure it 
out at all. He just had to click to reset his password but he still didn't 
know how to do it. I figured it out. Then on my dad’s side of the family 
they never work them so I always have to show them you just click this 
button or this button. (CPGS) 
 
This statement also suggests that this child was transferring his knowledge to other 
family members beyond his immediate home environment which was reflected in 
comments from other child participants: 
Participant: My aunt got a new tablet and I showed her how to use it cos 
she didn't really  (CPGS) 
 
Participant: I taught my aunt how to update her tablet and I taught my 
mother how to use her phone  (CPGS) 
 
Children demonstrated a good knowledge of social media and it was particularly in 
this domain that children provided many examples where they were helping family 
members navigate their way through social media applications such as Instagram, 
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Facebook and Snapchat. Helping a parent to set social media passwords was quite 
common as is illustrated by the comments from these children:  
Participant: I had to do the filters on Snap Chat, my mam didn't know 
how to do it and I showed it.  (CPDEIS) 
 
Participant: On ‘What’s App’ she forgot how to put people on ‘What’s 
App’ so I had to tell her  (CPDEIS) 
 
Participant: I had to help my nana how to work ‘Messenger’ because all 
she knows how to do is just … do an emoji it when it comes up.
 (CPDEIS) 
 
Similarly, parents also identified areas where their children had shown them how to 
use social media: 
I have my 13 year-old trying to explain Snapchat to me and I can’t get 
my head around it. So it’s actually the reverse I suppose really … in that 
she’s teaching me rather than me teaching her. (Marie, PPMR) 
 
So we do have the ‘Snapchat’ App that I had to get them to teach me how 
to use it.  (Elaine, PPMR) 
 
Janet (PPDEIS) spoke about her children helping her with Snapchat functions 
indicating that she ‘hadn't an absolute clue’. Similarly, Amy (MMMR) spoke about 
her son’s ability to use a tablet and a phone: 
He’s more able to use a tablet than what I am! Me and technology don't 
go (laughter) Whereas he’s able to do everything on the iPhone and the 
tablet. (Amy, MMMR) 
 
4.1.13 ‘Watching and Observing’ 
While it was common for parents and children to provide examples of where 
children had shown parents and other members of their families how to use a piece 
of technology, there were also some bi-directional instances where parents indicated 
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that children were modelling parental practices or had been shown how to use 
technology by a parent or other family members.  
For example, one child (CPDEIS) indicated ‘Well my father he used technology a lot 
and I basically just started using it’. Another child (PPMR) indicated that they had 
learned how to use a phone and a tablet ‘From watching… My nana and aunties and 
uncles, watching what they're doing and you can learn from them’.  The following 
excerpts from the focus groups with children reveal the extent to which parents and 
other family members provide support for children: 
My Mam and Dad would help me. I’d go on Google and I’d put all the 
images like a scrapbook and I’d give them to my Mam and Dad and 
they’d sort them out  (CPAB) 
 
My parents and my big brother  (CPAG) 
 
I learned technology from my older sister  (CPMR) 
 
My dad taught me all about the tablet  (CPAB) 
 
I first got my tablet in senior infants and I learned myself how to use it, 
then anything I wasn't sure of I got my dad to show me.  (CPAB) 
 
I think my bigger brother, because when I was younger his room now 
was my dad’s office and the computer was there and we were always 
there watching stuff together. Like there was games for multiplayer and 
we played that all the time.  (CPAG) 
 
My Mum my Dad and my Nanny, they showed me when I got my first 
phone and they showed me apps and how to get apps. (CPAB) 
 
My aunt would show me cause she knows all about technology  (CPAB) 
 
Parents similarly provided examples of how they helped their children use digital 




She has all the tools that she needs if she was going into business or 
computers after school … She’s learning how to file, save, paste and 
copy and she’s only in fourth class … I taught her. Cos I use it myself in 
work. She wanted something to do her artwork on. So instead of getting 
her a big laptop … But she’s always asking for my iPad for games. But 
she still uses her windows at home as well. (Susan, PPGS) 
 
Joanne (PPET) indicated that her children had learnt to use technology from 
watching her and her husband ‘because if they want the tablet we press whatever 
button to put on what we think they want. So they're watching and observing 
everything that we do’.  
 
4.1.14 Summary of Theme 1 
Analysis of the interview transcripts within the theme of ‘Living unmercifully with 
Technology’ reveal that technology plays a prominent role in the lives of the 
children: technology presents ‘no wow factor’ and it is an ordinary, everyday natural 
occurrence. As such, it seems to be almost invisible as air to children. Yet, closer 
reading of the data revealed that children, for the most part, appear to be surrounded 
by digital devices, particularly at home, that are used for entertainment and 
communication purposes. Children were sourcing their technology mainly through 
presents from parents who at the same time were uneasy with the levels of their 
children’s technology use, whether it had been obtained from other family members 
or through ‘Santa’. This observation is explored further in Thematic Area 3 ‘The 
Only Exercise They’re Getting is their Thumbs’.   
The mobile phone is largely conceptualised as a necessity by children and it appears 
that it is its portability and variety of use that provides an attractive option for 
children to access games and applications and to communicate with family members 
and friends.  For many parents, the phone provides a useful safety device primarily 
for knowing the whereabouts of their children.  
In many families, children act as both teachers and students of technology. On the 
one hand, there were many indications that children are learning from watching their 
parents, older siblings and extended family members. On the other hand, in many 
cases, children were helping family members who included parents, brothers, sisters, 
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aunts and grandparents. This activity on the part of children ranged from helping 
parents use social media such as ‘Snap Chat’ and ‘Instagram’ or helping parents 
reset their passwords to helping an aunt set up an email account. Parents in this study 
for the most part viewed their children as having the greater knowledge of digital 
technologies, with many regarding their children as teachers of technology. This 
sense of parents feeling that they are, or would be, left behind reoccurred frequently 
in the interviews with parents. While children spoke about other children creating 
on-line content, for example on ‘YouTube’, children did not speak about themselves 
as content creators, instead suggesting that they have a passive relationship with ICT 
use. This conclusion was also supported by comments from some of the teacher 
participants.   
 
4.2 THEME 2 – ‘THE POSSIBILITY OF LEARNING’ 
Surrounded by devices, at home, in school and on the move, it is evident from the 
findings in theme one Living ‘Unmercifully with Technology’ that children often 
move from one device to another, with the intention of always being connected to 
and engaged in some kind of activity that included a piece of technology such as a 
phone or a tablet. Following on from this insight, theme two ‘The Possibility of 
Learning’ reflects what children parents and teachers think of ICT as a tool for 
learning and the ways in which ICT is being used for the purpose of learning. This 
theme draws its name from the words of a parent from an all-girls primary school. 
 
4.2.1 ‘Life Hacks’  
When asked to talk about their use of technology for learning, many children 
provided examples of informal, non-curriculum learning activities. One child 
participant (CPAG) alluded to the benefit of technology for learning ‘life facts … 
that could be useful in everyday life’. Similarly, another child spoke about learning 
about ‘life hacks’ or learning how to draw something through YouTube videos. 
When explored further, this child revealed that he thought it was on his 
‘recommended list’. Another child (CPAG) indicated that that she used the iPad to 
‘…to learn more about the plants’ and for using an application where she could play 
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piano. She also stated that she had learnt a lot of Japanese words through watching 
anime (Japanese animation) that were on her recommended YouTube list. Using a 
tablet to watch the goals from a match was mentioned by one child (CPMR) while 
another child spoke about extending his school learning about dinosaurs through his 
uncle’s Virtual Reality (VR) set: 
If we’re learning about all dinosaurs and stuff, my uncle has a VR 
headset for my Play Station and he has a game on it that brings you 
around and you can drive dinosaurs and stuff and it tells you the names of 
them and all. (CPDEIS) 
 
Another child (CPAG) spoke about her interest in horses and learning how to brush a 
horse using an application called ‘Star Stable’, while one girl child spoke of the 
usefulness of Minecraft if she found herself in a ‘survival situation’: 
cos you build in it. And then you kill things to have food. So if you're in a 
survival situation you’d know what to do because of that.  (CPAG) 
 
The use of technology at home to provide informal learning opportunities was also 
mentioned by some parents. For example, Kate referred to her daughters’ looking 
up of videos of Irish Dancing and Irish music: 
they look up Irish dancing or Irish music they put that on because they 
play the tin whistle and they find the tune on that and they listen to the 
tune while they play their own tin whistle.  (Kate, PPMR) 
 
Likewise, Amy (PPMR) referred to presents of ‘nature birds’ and Bear Grylls (a 
wilderness survival expert) box sets that her son had received from his aunt ‘And 
he’s watched all those about ten times. He’s big into that kind of stuff. So for 
learning that way yes’. Lisa provided an example of where her son learned how to 
make a telescope from watching a video: 
He watched a video there recently of how to make a telescope from 
scratch and he was gathering all the toilet rolls in the house and he was 
saying look what I can do … I made this for you so we sat down and 
done it and stuck them all together and painted it and glued it … and the 
whole lot. But he done that. I didn't do it. I just left him off and helped 




4.2.2 ‘High Valyrian’ 
There was some evidence that children were using technology and applications for 
languages that were not being taught in school. One child mentioned ‘High Valyrian’ 
a fictional language used in the television series ‘Game of Thrones’. The Spanish 
language was also mentioned on a number of occasions by child and parent 
participants: 
Like Google translate and stuff, like we had pen pal letters from Spain so 
I decided to write most of mine in Spanish. So I used Google translate. 
 (CPET) 
 
Irish and Spanish. I'm interested in Spanish.  (CPDEIS)  
 
So I'm kind of midway through learning Spanish and I like started 
learning Irish and I just didn't have the commitment so I'm kind of 
learning Spanish through it which is good.  (CPET)  
 
Learning German and Romanian was also mentioned by a child participant. He 
appeared to enjoy the gaming nature of the application: 
I use this site on the internet and I have an App on my laptop as well. it’s 
called Duolingo, it’s to help me learn German. I find it really easy to do 
cos you have a certain amount of hearts and every time you get 
something wrong the heart goes. It keeps giving you the same questions 
back until you get it right and you have to start the whole thing over 
again and if you lose the hearts and then I also use it as well to learn 
Romanian.  (CPMR) 
 
4.2.3 ‘Maths Antics’ 
In their accounts of providing examples of subject specific learning through 
technology, mathematics was frequently cited by many participants including 
children, parents and teachers. The use of applications ‘apps’ and online were 
regularly cited by children as a means of enhancing the learning of mathematics: 
 
153 
I like the way you can add, subtract, multiply, divide and I just love all 
that kind of stuff.  (AGFG) 
 
Game called Skilful Finger. So you have to put your finger on this band 
and you have to go through all these obstacles and then if you touch the 
outside of the path they're supposed to go then how many cm’s you want 
it … there’s a % on how long is something like … a whale or a bus or 
someone like that. (CPAG) 
 
There’s this app called ‘Hit the Button’ and its mostly for Maths and 
Multiplication.  (CPAB) 
 
While many mathematics applications such as ‘Hit the Button’ and ‘Skillful Finger’ 
were mentioned, other children spoke about using online videos to help with their 
understanding of mathematics. For some children, it was useful to look up videos 
through Google by typing ‘in how to you turn fractions into decimals’. One child 
described using a video channel on YouTube called ‘Maths Antics’ as advised by 
their teacher, indicating that they had found decimals easier as a result:  
it helps with learning for a lot of stuff. So let’s say we get homework 
again for mathematics, so if we didn't really understand it we can search 
up a video on YouTube on how to do the certain … like let’s say it was 
long division, we just search a video of how to do long division and the 
you just watch it and I’ll show you how to do it… there’s like this 
…math antics on YouTube and it kind of just taught us how to do 
decimals….they were sometimes explaining it easier for us for some 
reason I found it easier. (CPET) 
 
This suggestion that mathematics was less challenging as a result of using 
technology and in particular You Tube was supported by a number of children who 
suggested that they turned to using technology when they were having difficulty 
with mathematics: 
If I'm doing homework and I'm doing something like Maths if they were 
hard.  (CPDEIS) 
 
One child (CPMR) described how the teacher had ‘an App and it like tells you how 
to do like … how to like do multiplication faster and how to do Maths … how to 
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make Maths easier’. Another child (CPAG) relayed how she used a mix of 
technology and the traditional learning tool of a blackboard at home to help her with 
her mathematics advising that the ‘technology App is better’. 
 
4.2.4 ‘Manga High’ 
Children also described their use of using online mathematics programmes that were 
advocated by the school such as ‘Manga High’ and ‘Mathletics’. ‘Manga High’ is an 
online game-based Maths learning platform where children can log in from home to 
complete tasks as set by the teacher. Featuring a leader board, children can 
participate in competitions. One child from a Gaelscoil described Manga High, 
which the class had started playing in 4th class:  
There’s like Maths like equations to play games and then like there’s 
other stuff where the teacher assigns work and if you do it in like … a 
task you get points and stuff.  (CPGS) 
 
Another child from that group offered a description of one of the games in ‘Manga 
High’: 
There’s one game and like … space ships are coming out the top of the 
screen and then like … you're like a kind of a tank thing and you have to 
shoot them. and if it says 35 … and there’s like … when you click on it, 
it says like … seven and a five and if you like click on the five it’ll go to 
five … like five into the 35 is seven.  (CPGS) 
 
Children for the most part appeared to like the entertainment value that these school 
advocated programmes provided. Interestingly, one child remarked on the usefulness 
of ‘games’ to learn tables, while also indicating his preference in playing Grand 
Theft Auto (GTA) over learning his tables: 
Like if I had a choice right go upstairs and play GTA or come down-
stairs and learn my tables … tables … they're like something you’d use it 
to go to bed to fall asleep like. They're very boring. There’s nothing 




On the iPad we have in school now we have certain games and like 
they're good … they're games and we like games. So like if the schools 
would like … if they want us to learn our tables they should give us the 
name of the games and tell us download that and work away on it… it’s 
more exciting when it’s a game cos it goes pure fast and you've to think 
… and then with the tables book then you’d be just staring at it.  
 (CPDEIS) 
 
This extract reveals that the child thinks the school has a role in providing 
information to children about games that could help with learning. The solution 
of games however was not met with acceptance by all of the children in that 
group with one child indicating that they did not like mathematics and using 
technology would not make a difference.   
The learning of mathematics using technology also appeared frequently in interviews 
with the parent participants. Some parents appeared knowledgeable about the kinds 
of mathematics programmes in which their children and schools were engaging. 
Online programmes such as ‘Mathletics’ and ‘Manga High’ were frequently 
mentioned. It was clear that such programmes were welcome with many parents 
indicating that they would like to see more of them.  
Sophie regarded their school’s use of Manga High as ‘great’ and suggesting that 
more of it would be useful: 
I actually wish more of that would come home in a way. (Sophie, PPAB) 
 
Similarly, Marie described it as ‘shame’ that the use of technology for mathematics 
homework was only given during Maths week. She also referred to her older son’s 
use of social media for helping with mathematics: 
I’d say it would be mostly Maths. Rather than say English or whatever 
else. But I would say Maths is probably the one thing you know they’ve 
forgotten a step or whatever else.  
 (Marie, PPMR) 
 
Miriam also spoke about her daughter’s use of ‘Mathletics’ and other apps that she 
considered ‘brilliant for reinforcing mathematics and sciences’. She spoke of a 
‘proactive teacher’ who had identified several websites to the children who were 
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then required to look them up with their parents or guardians. Cora spoke about the 
gaming and competitive element of ‘Manga High’, and while finding it useful 
indicated that lack of time may act as a constraint and prevent this from happening:  
there’s only so many hours in the day and by the time they’ve their 
homework done and that, we don't always think of it.   
 (Cora, PPMR) 
 
4.2.5 ‘As a Parent I Think that’s brilliant’ 
Some parents commented on the benefits technology brought to them as parents 
when trying to help their children with mathematics.  Miriam, for example, stated 
that ‘ICT is brilliant’ and found the laptop useful for checking ‘sums’: 
because say like if you're going over a sum, and sometimes maybe I 
might not be as tip top as I like to think I’d be on some sums and I find it 
brilliant myself just for checking over before I sort of confirm yea or nay. 
As a parent I think that’s brilliant.  (Miriam, PPAG) 
Likewise, Marie spoke about searching for help through Google when she was 
unable to assist her son with his mathematics: 
Or recently it was ratios and my son was having trouble grasping at the 
idea and for me to kind of go back to ratios in 6th class I just couldn't 
remember … And so I Googled it and then I remembered. 
 (Marie, PPMR) 
 
While it was evident that some children and parents had access to mathematics 
applications, there was also an indication that they were not being utilised. For 
example, Marie (PPMR) relayed the story of her husband who had downloaded a 
mathematics application for their nine-year-old daughter on her tablet. However, the 
child did not use them as she did not see that as ‘entertainment’ but as ‘work’. 
Louise (PPGS) mentioned that an app was recommend by the school but that they 
‘didn't use it’. Jack (PPGS), whose daughter was in 1st class, indicated that they had 
used mathematics applications when the children were younger: 
But we would have a few educational Apps on it and maybe not so much 
now but when they were small, the girl who is first class she used to do a 
lot of those … can’t think of any of the names now but they were 




Sophie also spoke of her children’s like of using the whiteboard for mathematics 
from when they were very young: 
But when they were particularly young, it’s all please let me go up and 
mess with this yoke! (Sophie, PPAB) 
 
4.2.6 ‘It drives me mental’ 
There were also indications from some parents that that they did not welcome their 
children using technology for help with mathematics. Maura, for example, referred 
to the programme ‘‘Mathletics’’ that was being used in school as well as also being 
given it as a form of homework. She spoke of her children’s ‘hatred’ of the 
competitive element of the programme and their frustration at its lack of ‘flexibility’: 
They hate ‘Mathletics’. They don't like it because … they don't like the 
competition. They don't like the fact … and for example sometimes you 
do the questions and it doesn't record your answers and they were very 
frustrated the other day because they said if you get it wrong you can’t go 
back and try it again, you have to go back to the beginning of that test. Or 
you have to get 13 out of 14 or whatever and they said that’s really 
frustrating. They don't like the lack of flexibility in it…And she used to 
get really frustrated with the ‘Mathletics’ thing because it about the speed 
that you use the mouse as well as the mathematics questions themselves 
and she found that really frustrating because she knew the answers and if 
she answered them too quickly she was too fast in the hot air balloon and 
she’d die and she was like … so now I have to now answer for a while to 
make sure it floats long enough. They don't like it.  (Maura, PPET) 
 
Miriam described her own frustrations with the competitive element of the 
mathematics programme: 
Last year they did it once a week and it used to drive me mental because 
one of our laptops is better than the other, the frustrations they describe to 
you and I'm not one for competition, particularly not in primary school I 
think you should be doing as well as you can do and it even drives me 
nuts cos I have twins and they're the best of friends but they're quite 
competitive with each other. So if one gets 17/18 and the other gest 18/18 
the one who got 17 won't enjoy her success she’ll be disappointed. And it 




This anti-competitive sentiment was more strongly echoed by Maura, who indicated 
that she came from a teaching background. Her irritation with such programmes was 
evident and she felt that such competition at a young age was unnecessary and 
damaging for children who struggle and for ‘really clever children’:  
And these mathematics things and that they put the other children in the 
class up so that child might be first place and that child might be fifth 
place. And coming from a teaching background you should never feel 
you're not as good as someone else in your class. I think it’s not 
necessary … Yeah, you're against each other.  I think that’s so unhealthy. 
I think it’s very damaging for the really clever children because people 
resent them and I think it’s damaging for the children that are struggling 
because I think it’s very demotivating. Because I'm now going to do that 
… and d'you know if you've done the best you can do that should be 
enough.  (Maura, PPET) 
 
In the accounts provided by parents on their use of technology at home, there were 
two mentions of financially investing in a programme to help their children’s 
understanding of mathematics. Kate mentioned her monthly subscription to a 
computer-based programme called ‘IXL’ and described how it complemented the 
formal mathematics learning in school: 
So I’d see on the homework what they were at in school and they’d do a 
bit of that on the IXL, just to support…And you had levels of learning. 
This was a consistent level of learning. We’ll say the money has ten 
sections, section 1 was very easy but you knew when they were 
mastering section 10 they had money well mastered. (Kate, PPAG) 
 
Elizabeth professed to using a paid subscription website to help her daughter with 
mathematics: 
I did use a website, Carol Voderman has a website for mathematics, cos I 
wanted to try and help my daughter a bit more with her mathematics … 
This was about two or three years ago. So it was basic stuff at that stage 
for Sarah. I found that good. But, then it was just hard to stick to it. I was 
trying to do maybe half an hour or it every day with her homework. But 
eventually it fizzled out and we’re not using it now. But she’s not bad at 




It is evident here again that lack of time for Elizabeth, like Cora earlier, was 
preventing her from continuing with the programme.  
 
4.2.7 ‘The Beauty of Manga High’ 
The use of ICT for mathematics was also mentioned by a number of teachers, but as 
was the case with the parent participants, there were mixed reactions to its 
usefulness. Margaret (VP6GS) spoke positively about Manga High, describing it as 
‘excellent’, noting also the school’s investment of ‘three hundred euro’ to purchase 
the programme.  
Michael, a 6th class teacher and the school vice principal, advised, ‘there’s some 
great mathematics sites. I’d use IT a lot for mathematics’ describing ‘Manga High’ 
as ‘terrific’, but also adding that the ‘voluntary’ nature of the programme also meant 
that that not all students engaged: 
The beauty of Manga High, we all have different curves in your class, 
you've a very weak few in your class but they can go in and do the first 
class activities to try and get their points do you know what I mean? … 
When it’s at home and it’s voluntary and it’s the thing. But again the A 
students as we’ll call them were flying with points and had x amount of 
points.  (Michael, VP6MR) 
 
The competitive nature of the Manga High programme, as was highlighted by some 
parents, did not appear to be a concern for Michael, who instead felt it met the needs 
of children of various abilities in the classroom. Michael went on to describe that 
using technology was one of the ways he was trying to keep his students engaged in 
learning: 
This is my point, this is why I’ve been trying to use it in different subjects 
to get that engagement there. I find with mathematics you could keep 
them engaged. Even the ones that struggle with it, just because it’s not 
asking them to write 20 pages of a story. (Michael, VP6MR) 
 
Engagement in learning was something that Paul (6AB) referred to in his detailed 
description of his use of technology for mathematics. Paul spoke about the fun, the 
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physical interactive element of using applications which the children readily engaged 
in as they were not users of ICT in the school: 
Am … I was thinking there, definitely Irish and mathematics … I’d use 
websites like Top Marks, Hit the Button multiplications games and things 
like that. Count down games where your given a number and they’ve to 
get to the number in as little steps as possible and it’s fun and interactive 
and they can come up and touch the screen and pick numbers. So they're 
engaged in it that way. because they don't use technology themselves in 
school they don't use tablets or laptops, this is the only part they're 
probably physically engaged with it. in terms of teaching then when we 
get to we’ll say the body of the lesson and when I'm teaching … I'm 
using it really not them, they're watching and they're benefitting from it. 
 (Paul, 6AB)  
 
It is clear from the above narrative Paul feels that technology is helping him teach 
children mathematics which he in turn believes brings benefits to the children. He 
also described use of the ‘smart interactive tool on the white board’ which can 
support him in his teaching: 
I can actually draw out shapes, I can show them protractors and how to 
measure angles and draw straight lines. It’s not free hand. There’s lots of 
different settings which make teaching a bit easier. Just this is only on 
interactive white board, this isn’t on any website or anything, so 
definitely that helps me and my teaching. And I think they benefit from 
that through their learning. (Paul, 6AB) 
 
Denis (RSDEIS), a resource teacher who also had the role of the ICT Coordinator in 
his school, spoke about using websites such as Khan Academy, ‘Mathletics’ and 
Manga High ‘which revolve around problem solving’, but are games based:  
The children are actually playing games without them knowing 
themselves. They're actually solving problems on how to get from one 
step to the other.  (Denis, RSDEIS)  
 
Acknowledging that he was not a fan of all the videos, Denis described how he used 
them for activities as a follow up from his own lessons. Only one of the teachers – 
Eileen, a junior infants’ teacher – did not mention mathematics in her interview, 




4.2.8 ‘it’s really good for doing projects and stuff’ 
Most participants (children, parents and teachers) mentioned school project work as 
an example of where technology was being used for learning. School projects that 
were mentioned included projects on countries, animals, science, geography and 
history. The following is illustrative of the range of replies from children which 
reflected the use of ICT for help research work for projects:  
In 5th class we were looking up something about elephants so I had to 
look facts about elephants. (CPGS) 
 
I was in fourth class I had to do a project on Russia. I didn't know 
anything about it. And I learned there was a woman who had like 26 
children. (CPDEIS) 
 
it’s really good for doing projects and stuff … and we have an Edmodo 
a/c, we use that with [teacher’s name] if we have any projects we can 
send them to him. (CPMR) 
 
And if we ever have a project, I did a project on the Famine once and the 
solar system and I was able to look up pictures and images and 
interesting facts. (CPMR) 
 
Parents also spoke about the use of technology for school related project work. 
Miriam (PPAG) spoke of her daughters who ‘love doing the research and love using 
the computer at home because the screen is large and they find it’s just fantastic for 
them’.  She went on to say that this was something that she would ‘embrace’ with 
them. Maura also gave the subject of history as an example where she and her 
husband were helping her children at home to research a topic: 
The girls would use it for projects. They did the Vikings last year. So 
they would go and they would look at the Vikings and we’d find all the 
different websites that would give them the information and we might 
write down what they learned or they might find pictures and ask me to 




Maura went on to describe an instance where children in the school were permitted 
to do their project through the medium of Minecraft: 
There’s a teacher here she’s fantastic and as they get older they're 
allowed to do their projects whatever way they like. So she did one of her 
projects … the group decided to do it through the medium of Minecraft. 
Cos they're so good on Minecraft … and they did the whole thing and 
presented it on a whiteboard.  (Maura, PPET)  
 
Some parents spoke about their children favouring technology to research topics for 
projects over use of an encyclopaedia. Cora provided an example of this regarding 
her daughter’s research on ‘hedgehogs’, on one of the laptops in her school. She 
stated that she probably would not be as excited about it ‘if she had to go and look 
up an encyclopaedia’.  
I know in Lucy’s class they’ve have a couple of projects now so they had 
a certain amount of time to go on the laptop in school and they were 
researching hedgehogs or something and they could print out the picture 
and was using the laptop to do it in school and she’d enjoy … she’d tell 
you a lot about that. (Cora, PPMR) 
 
In a similar way, William (PPAG) spoke about his daughter using ‘an awful of 
technology’ for her project work, while also remarking that ‘she does not go near the 
encyclopaedias which are on the shelf’.  
There were many indications that teachers were encouraging the use of technology 
for project work as part of their homework. Paul, for example, advised that the ‘only 
time’ he would give homework through technology was ‘research for projects’:  
Today we’ve been doing all about WW2 and the boys had a four-day 
challenge or deadline to come up with projects and I wanted pictures and 
facts and I didn't just want them using their Earthling Book, so they did 
have to research.  (Paul, 6AB) 
 
Michael (VP6MR) spoke about directing his students to sites that would be useful 
for projects while Margaret (VP6GS) also noted its usefulness for project work, 




I suppose it can supplement English too with researching something. 
Geography, history they would use it, now last night we were doing the 
European Union in Geography so I’d always say to them if you’ve time 
now rather than going on the tablet or phone just maybe Google the EU 
and see if you can find three interesting pieces of information. 
 (Margaret, VP6GS) 
 
Seamus used the example of project work where children could be more engaged in 
learning, only if however, the device was used in a creative way: 
I mean creatively where the children are creating their own content or 
using stuff … so I mean an example of that might be for the children to 
write a collaborative essay on anything. Let’s say they're doing a project 
on ancient Greece, instead of everyone writing one thing and having 30 
of the same sort of things, how about use Google drive or Google doc or 
Google presentation and all the children are able to collaborate in real 
time with each other and you have a class project and nobody has to be in 
the same room at the same time to do it. That I think is engaging right 
now.  (Seamus, PET) 
 
Seamus continued to speak about the importance of teaching children to be creative 
and ‘to teach children collaboration now’, while also noting that while the ‘initial 
output’ would take time, and that teachers could not ‘get away with just go home and 
do a project’. His suggestion was to provide a blank canvas to children so that they 
could build a project themselves: 
It’s blank right now, I’ve made a little scaffold of what I need done and 
then it’s up to the 30 of you now to make that into a project for me. I 
mean children will do it. And the great thing, I mean I suppose what 
technology will give … will even show you whose doing what you know. 
Because it’s listed. (Seamus, PET) 
 
As is evident here, Seamus demonstrates faith that the children will ‘do it’ but also 
that technology will reveal those that are working on the project. 
 
4.2.9 ‘Homework’ 
The use of technology for helping with homework was also frequently mentioned by 
the child participants:  
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I think it’s really useful and good for learning. Cos like as we said if we 
… homework and stuff it can help you with homework and there’s 
certain videos you can watch to help you understand stuff.  (CPET) 
 
like for homework let’s just say, you forget a book we usually go on 
snapchat and can you send me a picture.  (CPAB) 
 
I think internet is good because you can play games and have fun with 
your friends and you can use dictionaries for homework which is easier 
than looking through a big book of words.  (CPMR) 
 
I used technology for learning about history for homework and em, like 
Maths, Irish and English.  (CPAB) 
 
And the other reason is for playing games and it’s also helpful for my 
homework.  (CPET) 
 
One child referred to her teacher’s use of Google Classroom where children could 
download homework set by their teacher and subsequently upload their work: 
I sometimes use, cos we do this thing, we have it it’s Google Classroom 
and my class has it and it’s basically so Helen puts up our homework and 
she types it up and puts it up and then we can open Google Doc and write 
out our homework on that. we can do our homework … like we can type 
it up into that and e-mail it to her … But most of the time we do it in our 
copies.  (CPET) 
 
While some children found technology helpful for doing their homework, other 
children spoke about being distracted by technology when attempting to complete 
homework. For instance, one child spoke about being interrupted by friends texting 
through Snapchat: 
Sometimes when you have loads of friends on Snapchat and the they 
have a ring tone on it, you always go on it and the when the ringtone goes 
on and you go on check what they saying and you’re in the middle of 
homework and its really really annoying. (CPAB) 
 
Another child indicated that she did not like using technology for homework: 
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I don't really like using that much technology for homework. If I'm doing 
a project or research stuff – yeah. But if I'm doing maths I don't like to 
use technology. (CPET) 
 
It is therefore apparent that using technology for homework for the most part was 
found to be beneficial and was welcomed by the child participants.  
 
4.2.10 ‘The Irish Obstacle’  
The use of technology for learning languages was often mentioned during the focus 
group interviews with children. Irish was the language most frequently mentioned 
and was largely framed by the challenges that the language can present: 
I use technology for am … I struggle with English and Irish so I use the 
apps for my English and my Irish … I would have been with a teacher 
and she would have told me about all the sites to go on to help me.
 (CPAB) 
 
I use online dictionaries when I get stuck with my Irish. (CPMR) 
 
Children referred to the use of language applications such as ‘Duolingo’ to help 
them learn Irish. The use of online dictionaries and ‘Google Translate’ was 
mentioned on numerous occasions when children found that they needed help with 
Irish: 
I like Google translate the most. When I don't know something in Irish or 
English I can translate it to Polish, I'm Polish and I can ask my mom what 
does this mean and she can tell me what it means then I know what it is. 
 (CPAG) 
 
Sometimes if I don't know what word means I’ll either go to my 
dictionary which is usually on my file box so I’d have to use the internet 
maybe. So it would be kind of useful as well.  (CPMR) 
 




if the teacher gave us a question to look up at home I would look it up 
and maybe for a little bit of Irish to English and English translation.
 (CPGS) 
 
I find technology good to use for the dictionaries. There’s a website 
‘cupla focal’ and you can look it up for Irish words and it’s really good 
for looking up all the Irish words. (CPMR) 
 
Google translate as well, cos we get a little Irish booklet. And if there’s 
something that I can’t remember how to pronounce it, like it’s handy to 
look it up and then like it says it for you so it’s easier. (CPMR) 
 
One child (CPAG) admitted that her parents did not like her being online when 
doing her homework, with the exception of when she was using the online 
dictionary. This would suggest that her mother allowed her to use technology when 
it was considered useful for school related learning.  
A number of parents also pointed to the usefulness of an online dictionary. Miriam, 
for instance, noted the convenience of the online dictionary, describing it as ‘quick 
and easy and portable’, while also expressing her concerns at the lack of her 
daughter’s traditional dictionary skills: 
But I do think sometimes is the traditional dictionary skills, are they as tip 
top as they should be. So yeah, the girls would straight away if they want 
to check something out they’ll go to the tablet because it’s quick, portable 
and easy to use. I cannot knock it because they're living in a modern age. 
I don't want them to be dinosaurs. But I do think ... yeah I do have the 
Oxford English Dictionary, Collins English/Irish and Irish/English 
dictionary. But I don't think they're used very much. So that maybe a 
good thing or a bad thing I don't know. (Miriam, PPAG) 
 
Another parent spoke about the accessibility of the online dictionary for her son who 
has been diagnosed with a learning disability: 
cos there’s the speaker and he speaks in to say what he wants, he doesn't 
have to spell, you’ll have the dictionary that’ll correct him with his 
words. I find that great with him. In that sense I don't have to help him as 




Interestingly, the use of an-online dictionary was never brought up by any of the 
teachers; however, the use of ‘Google Translate’ was met with some criticism from 
one of the teachers: 
now that’s the worst and I’ve warned them. but I can see how for parents 
it could be difficult to you know … where can I access this or how can I 
help out if I'm not sure myself. Because obviously many parents are not.
 (Paul, 6AB) 
 
As was common in the focus group interviews with children, many parents also 
mentioned the use of technology for learning languages such as the Irish language. 
Miriam, an avid supporter of ‘Duo Lingo’, described it as ‘… very, very, very good 
for reinforcing Irish language and ‘is fantastic for language linguistic ability’.  
As was the case with mathematics, many parents also spoke about the difficulties 
that they faced with Irish and turning to technology such as ‘Google’ for assistance: 
Even though I’d have been very good at mathematics and English and 
Irish in school – I can’t help him now. So I do find it’s starting to creep in 
a lot more as in I'm having to go to Google and question things myself.
 (Eileen, PPAB) 
 
Marie (PPMR) also spoke about her difficulties with Irish and turning to ‘Google 
Translate’ to help her daughter when the eldest daughter was not available. In a 
similar way, Sharon described herself as ‘not very good at Irish’ and turning to 
‘Google Translate’ for helping her child at home with Irish: 
and he’s coming home with small bits of Irish, so sometimes I’d find it’s 
actually really helpful to have the Google Translate, because I don't know 
… they must think everyone speaks Irish at home or something! So if you 
can’t speak Irish how can you help your child with the homework doing 
Irish?  (Sharon, PPMR) 
 
Parents demonstrated some level of familiarity of the ways that schools were using 
technology to teach Irish. The use of ‘Buan na Cainte’, an interactive Irish 
programme used in school in the junior classes, was supported by Sophie (PPAB, 
also a student teacher) who described it as ‘excellent in the primary school classroom 
for the Irish’. Deirdre, a parent who worked in the school also spoke highly of ‘Bun 
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na Cainte’, described it as ‘brilliant’ and described the interactive nature of the 
programme: 
Yeah with a visual learner myself I would actually see that especially it’s 
the Irish probably Buan na Cainte, so that’s brilliant that’s the visual 
learning they use to learn Irish on the board and like it’s interaction 
because the teddy will talk, the kids will talk on it in Irish.  
 (Deirdre, PPDEIS) 
 
For 6th class teacher Michael, Irish was a particularly difficult subject to engage 
children and he suggested that the only solution to getting children to speak Irish was 
through an interactive medium. He reported that the Irish programme for Junior 
classes ‘Bun na Cainte’ was welcomed by the teachers who are ‘mad about it’. He 
also noted that the programme was loved by the children in junior classes, adding 
that for senior primary school classes there was nothing there ‘yet’. Eileen was of a 
similar opinion and described the benefits ‘Bun na Cainte’ brought to the language 
development and in particular the pronunciation of Irish words:  
I think the language development for my age group is good because say 
even the Buan na Cainte, the pronunciation is absolutely correct of 
different word on line. So you know the way when I pronounce 
something I could be inaccurate. Whereas they are saying it back better 
and their turn of phrase is better because like … and I'm parroting it as 
well. So, when we’re rehearsing, definitely for their language is good.
 (Eileen, ITAG) 
 
The difficulties with Irish as a school subject were also highlighted by several 
teachers. Paul described it as ‘an obstacle’ for parents who may not be proficient. In 
school, he described the ‘wonderful resources’ available in Irish including ‘Corá 
conversation’ where children can listen to audio clips to help with words and 
pronunciation. He referred to another website called ‘Abar Liom’ that was available 
for teachers only through the ‘Folens’ website: 
In order to be part of the Folens website you have to give your school, 
your school roll number and things like that. Fair enough in class, the 




Michael spoke about the importance of trying to instil the use of the Irish language in 
the school, noting however that technology use does not provide the solution: 
So we’re trying to instil in the school … and you can’t do that with IT, 
you have to just do it on the corridors and talk to the kids in Irish. So as 
much as I'm into IT there’s a place for it but I still think it’s there as a 
resource. (Michael, V6PMR) 
 
Describing technology as a resource and ‘not the be all and end all of everything 
either’, Michael advised that ‘children still need to learn and still need to be able to 
know how to learn’. 
From an analysis of the data, across all three participant groups, the learning of Irish 
and mathematics were the two school subjects most frequently supported through the 
use of digital programmes and applications.  
 
4.2.11 ‘Endless Possibilities’  
It was evident from the interviews with teachers that there were some who were 
clearly excited about the potential that technology had to offer for school-based 
learning. For Margaret (VP6MR), ‘I would say … I’d say it definitely helps with 
science, you know the STEM subjects’. For Seamus (PET), the availability of ‘audio 
and video’ gave opportunities to children to be ‘creative’ and to ‘express themselves 
and more interesting ways’. Caroline (RSMR) identified the possibility of how 
games such as Minecraft could be beneficial for a number of subject areas such as 
science, geography and history, for the development of children’s imagination and 
also noting its ‘really strong mathematical element’: 
I think Minecraft and the likes can be fantastic. Can be unbelievable if 
they get beyond the stage where they're just laying blocks on top of each 
other. And problem solving element and I think it can be absolutely 
fantastic and if teachers were more equipped to use the likes of Minecraft 
in classrooms – endless possibilities. I think it could be amazing, 
absolutely fantastic and not just for mathematics but for science and 
English and history and geography – everything could be hit with 




Interestingly, Denis could see the social benefits of working together in group 
project work that technology could bring to children, noting its usefulness in the 
development of more complex learning such as higher order thinking skills: 
If we’re doing a group project especially, they would have to have a 
specific role within that group and if they're using with technology they 
have to be able to communicate with each other, who’s doing what, what 
do we need, what information do we need to get from it…If they're 
working on a project they come across a problem, obviously they're going 
to have to communicate to each other how to solve that problem. So it’s 
developing their higher order thinking skills.  (Denis, RSDEIS) 
 
While expressing the difficulties with using YouTube as a resource in class, Paul 
was in favour of using YouTube as an educational resource, not just for children but 
for himself ‘personally’ as a teacher, noting the ease of access since his school had 
implemented an open policy on YouTube use in class: 
And another thing for me personally is … in the beginning we’ll say any 
videos I wanted to use or who kids would have had to be downloaded or 
streamed or whatever and saved on to a memory stick whereas now the 
school have an open policy on YouTube. And that’s obviously at the 
teachers’ discretion to be very careful of what’s being shown and preview 
all content. But it is brilliant. There’s obviously YouTube, I know there’s 
millions of videos but a lot of those videos are very educational. There’s 
art ideas and science projects and things like that which have improved 
and helped me since I started here.  (Paul, 6AB) 
 
4.2.12 ‘Learning in Spite of Themselves’ 
As a parent, Elaine felt that there were great benefits from using educational 
applications for her daughter in junior infants. She had uploaded a number of 
applications such as ‘Star Fall ABC’S’ as well as phonological applications: 
Definitely has a place yeah. Definitely there … what they probably don't 
realise when they're playing any of the educational Apps is they're 
learning in spite of enjoying themselves, it’s just a different way of 
approaching it I suppose different methodology or whatever way you 
look at it. They don't feel maybe as bored or as annoyed by doing pen on 
paper tasks. They're nearly learning in spite of themselves maybe. I know 
the little one, I can see her blending words on these Apps and tracing 
letters she probably things it’s a game d'you know. So I think yeah, she’s 




The reference to using applications when children were in the junior years was also 
mentioned by Cora, who indicated she used a programme at home in conjunction 
with the schoolwork: 
When mine started in school they used Jolly Phonics programme and also 
there was Oxford Owl and I just looked into that myself and I found out 
you could get the books from the Oxford Owl programme, you could 
look at them online, interactively for the kids, do little games while 
they're going through the book as well. So we do that more so when they 
were in the junior years. (Cora, PPMR) 
 
As was the case with other parents, Miriam also spoke about her child using game-
based learning applications when she was younger, which she suggested offer the 
‘possibility of learning: 
But she used use them more so when she was younger. She had games 
and maybe some of them were word games and you know things like that 
that she would have learned about really everything knowing about it, 
whereas now, she used them for things that she wants to do … like music 
and movies or that kind of stuff. So she wouldn’t use them as much for 
playing games … where she would have the possibility of learning. 
 (Miriam, PPAG) 
 
Similarly, Sharon stated that she could see how positively her son responds to 
‘unofficial learning’ through the medium of games: 
And I think because I know it more and I can see … cos I know how my 
son reacts to learning from doing the work and then learning from when 
he thinks he's doing a game and he reacts better and gets on better when 
he thinks it’s a game. Or if he thinks it’s not to do with school or like the 
official style of learning. (Sharon, PPMR) 
 
Likewise, Elaine (PPMR), as a parent felt that children were more engaged in 
learning when using ICT, referring specifically to gaming and how it holds 
children’s interest more than ‘your books or maybe our traditional ways of doing 
things’.  
They definitely seem to stick with it for longer maybe. It is something 
that does engage and interest them and they seem to just … maybe be 
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able to stay with a Wii game far longer than they would a piece of actual 
academic work. (Elaine, PPMR) 
 
Elaine’s comment (PPMR) also suggests that her children were happier when 
engaged in a technical rather than a writing task. She advised that this was possibly 
as a result of having ‘so much writing in school that it’s just you know … maybe it’s 
just a different something different to do’. In addition, she noted:  
There isn’t the same reward at the end of the piece of writing other than 
the self-satisfaction of finishing it’…And there is no evaluation of it it’s 
just a game. Whereas with the work there’s always someone looking at it 
and you've always to do a bit better and there always has to be learning 
do you know what I mean?  (Elaine, PPMR) 
 
Elaine’s comment (who was also a learning support teacher) would suggest that 
some children may not receive the same level of satisfaction from a piece of writing 
and technology may provide a sanctuary from judgment on their writing abilities. 
This speculation about a child feeling less judged by their engagement in games and 
gaming echoes Paul’s (6AB) earlier comment regarding the impact that of 
technology on children’s communication skills who found it easier to text rather to 
engage in face to face communication:  
But it’s much easier to prepare what you're going to say to someone 
behind a keyboard or typing out what you're going to say as opposed to 
free conversation. (Paul, 6AB) 
 
4.2.13 ‘Power to People with Learning Difficulties’ 
While the teaching of school subjects such as mathematics, Irish, history and 
geography through the use of ICT were mentioned by teachers, it was notable that 
many teachers referred not so much to the subject area that would benefit with the 
use of digital technologies, but the type of learner that it could assist, in particular 
children who experience learning difficulties. Eileen spoke about digital programmes 
that can assist with speech and sounds: 
I think they're great. because children are able to do things that they 
wouldn't ordinarily be able to do without … ours is probably more 
 
173 
mainstream and we’re lucky to have as much as we have but … for 
different children … for those kids it’s very highly useful like d'you 
know. Cos they may not achieve otherwise.  (Eileen, ITAG)  
 
Seamus offered a similar opinion in relation to children and indeed adults who 
experience learning difficulties, suggesting that technology has bestowed ‘power’ to 
those who have previously been unheard: 
People, who can’t speak, people who can’t see, you know even physical 
disabilities, it’s also given a huge amount of power to people with 
learning difficulties or even neurological difficulties. I mean children 
with Autism can finally say what they want. Even if they can’t use it. 
Children and adults with learning difficulties can express themselves 
differently to other people. And if that can be harnessed really well, not 
just for children with special education needs but anyone at all if that can 
be harnessed the good of technology then it will become. I mean I think 
this will happen and it will just become naturally a power of good that it 
will do.  (Seamus, PET) 
 
Similarly, Caroline felt that technology was very helpful for children who experience 
specific learning difficulties and emphasised assistive technology as being ‘fantastic 
for individual children’: 
Whether it’s text to speech programmes or it’s you know just like even 
the other day I found out about a new App where you can do your close 
test typing it on your iPad. Fabulous. Fantastic. So all those … little 
individual things come together and help children who have specific 
learning difficulties. (Caroline, RSMR) 
 
Caroline went on to say that while she was unsure if one particular subject has 
benefited from technology, she felt that the ‘way children learn has definitely 
changed in classrooms’. She noted how children become more ‘autonomous 
learners’ as a result of using technology: 
They are able to go and research topics they wouldn't have been able to 
do before. They're able to collate their thoughts and put them together 
and have a finished product. But it’s more the steps they took to get to the 
product. So maybe it’s a style of learning rather than any subject that’s 




Paul provided an example of how he used his knowledge of children’s interest in 
games to provide activities for children who experienced neurological difficulties: 
We’ll say the groups I take in the afternoon I know they’ve an interest in 
things like Pokémon, Minecraft … and I will incorporate that into the 
work I will do with them. So we’ll say two of the girls would have OT 
needs, fine motor skills so activities we would do would be based around, 
at the moment we’re building a project on the Danti and the Minecraft 
guy. So they're using that to enhance to muscles but they're using blue 
tack to just build a project on a wall.  (Paul, 6AB) 
 
Margaret also spoke about the benefits that having a laptop brought to a child in her 
school who experienced Dyspraxia: 
But he picked it up very quickly. We were very surprised even at how 
quickly he picked it up and helped to set up folder and even be organised 
on it. So for him the organisation was amazing, to be able to organise 
himself with his subjects and folders.  (Margaret, VP6GS) 
 
It was also clear from the interviews with parents that for children who experience 
learning difficulties, technology can bring many benefits. Denise (PPDEIS) spoke 
about the applications that she used to help her child who had been diagnosed with 
Dyscalculia. She felt that the use of applications and ‘constant reinforcement of the 
learning’ was beneficial to her child. For Sarah (PPDEIS) her child’s use of ICT in 
school was like ‘a therapy for him’. Recently diagnosed with ASD, her son attended 
a resource teacher who gave him use of the iPad in school when he exhibited 
positive behaviour. She noted that her son was ‘way more interested’ in learning 
through a device rather than a book: 
Like if you sit him down and one time we did a class for a reading 
session and the teacher had the book in her hand but she also had it on the 
big screen for the parents to see. And he was more interested in what was 
on the screen than the teacher holding the book in front of him. He was 
reading the book off the screen instead of sitting down listening to the 
teacher with the book. So he prefers to see it big I think rather than 




Joanne spoke about the benefits technology brought to her child who experienced 
Down Syndrome, suggesting that she would not have been able to do what 
technology has done for her child: 
I don't think I could give him what the technology could. Yes I can sit 
down and which we had done, we’d have to get a piece of paper out and 
write A and he’d give us all the A words and we’d have to draw the 
pictures. This went on for months and months. But then he’d go back to 
the technology. (Joanne, PPET) 
 
She went on to add that she had been paying for one-to-one tuition for her son ‘to 
move things along’ however: 
The only time he really started to move along was when we introduced 
the technology when he found what he liked which was at the time and 
still is in a way is ABCs. Well then we saw the improvements. Even if it 
was words. Like eggplant, it wasn't just an aubergine as we all know it as 
here – it was an eggplant!  (Joanne, PPET) 
 
Sharon spoke about her son who experienced a learning difficulty and who reacted 
‘better to learning’ using technology. She described his enjoyment when working 
with computers during his resource time: 
He loves that one on one with her cos she does a lot of computer work 
with him. So she does reading on the computer with him and stories. And 
she does crossword puzzles – he loves the computers and stuff. 
 (Sharon, PPMR) 
 
Not all parents supported the view that technology was useful for children who 
experience learning difficulties. Sophie felt that ICT did not assist her son who had 
been diagnosed with Dyslexia. She described her attempts with many applications:  
every sort of an App that was out there, didn't find it for him, didn't fit it 
great. Didn't find it … beneficial at all. (Sophie, PPAB) 
 
4.2.14 ‘Conflicting Views’  
Analysis of the data revealed that participants held mixed and often conflicting views 
regarding the usefulness of ICT for school learning.  Comments from several 
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parents reveal their desire to hold on to traditional ways of learning, like learning 
from reading through the medium of books. While Jack saw that technology had a 
role in his children’s learning, he was also keen that it co-exist with traditional 
learning experiences: 
I suppose what you might have got from me … conflicting views in terms 
of I mean I certainly see it as a positive but there are negatives around it. 
And I would agree that it does have a place … but it has to be in 
conjunction with the old fashioned learning as well. The reading and 
writing. I think too much technology … it is an invasive thing and it can 
take over I think and I don't think that’s a good thing. 
 (Jack, PPGS) 
 
Lisa declared that she would not approve of homework being given to children using 
ICT: 
No. I wouldn't agree with it. Sher we got on for years without it like. I 
wouldn't now no. this school in particular does loads of different things 
like … little voices, music therapy and things like that and there was 
never an iPad brought in, it was always guitars and drums and games and 
they learn a lot through that as well.  (Lisa, PPDEIS) 
 
Anne felt technology did not have a role in her six-year-old son’s learning. She 
stated that ‘he doesn't be on any technology to learn really anything really much 
from it’, but that that he used it for learning when he was younger: 
Now before he would have but now today he doesn't know. But before he 
would have been on it and he would have been … I suppose learned a lot 
off it because he’d come out with words and sentences and his twang and 
all changed there to be kind of American or English from being on those 
stupid YouTube … videos and things. But I suppose yeah, he has learned 
but not now he doesn't really have much interest.  (Anne, PPDEIS) 
 
Mary, who saw that technology has a role in her children’s learning, also felt that 
learning at home through technology in a structured way might over burden her 
children which might turn her children against learning: 
but to come home then and get them to do stuff with an App that is again 
kind of a structured learning thing it can be over … over burden them 
sometimes and I think that you don't want them to turn them off either. 




Similarly, Louise suggested that using technology for learning would involve extra 
work for her son which she felt he did not need: 
What would prevent me, I think we use technology in a very everyday 
way. We don't use specific Apps for learning because we’re happy with 
where Michael’s learning is at so we don't feel he needs extra work. 
 (Louise, PPGS) 
 
Sophie went on to suggest that assistance would be required to keep the child 
engaged in computer-led learning: 
So if it’s computer led and the child doesn't understand they just going to 
walk away from it like … there’s no assistance as such to push through. 
So then … don't think you'd get the engagement then.  (Sophie, PPAB) 
 
For Joanne, whose son experiences learning difficulties, another flow of information 
was unwelcome. Due to the amount of services involved with her family, she 
reported being ‘bombarded with information’ from ‘every angle’. Joanne did not 
want to ‘overpower’ her son with additional learning through technology: 
I don't think he needs to. I think he’s ok where he is and I think when he 
comes home and does his homework, there’s other learning at home. Like 
through activities he’s getting and I think that’s enough.  (Joanne, PPET) 
 
Stephanie reported being advised of applications but did not decide to use them: 
I don't really spend a lot of time with that … but I think they sent home 
something for maths. … that you could do this for maths … yeah. There 
was something with maths and technology in an App but I don't know 
what it was. We didn't use it.  (Stephanie, PPGS) 
 
4.2.15 Summary of Theme 2 
In this study, analysis of the interviews with children reveal that from the children’s 
perspective, using technology for learning was largely positive and presented the 
possibility of learning for both formal school related subjects as well as informal 
learning experiences at home. Where school subjects were mentioned, it was in the 
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field of mathematics and learning the Irish language that appeared to be the subject 
areas where technology was being used frequently.  
Compared to children’s perspectives, parent perspectives were somewhat more 
mixed and, in some cases, a more guarded perspective was evident in the analysis of 
the interview transcripts. While the benefits of using ICT for learning were noted, 
there were many indications from parents that they also valued the traditional ways 
of teaching and learning. From the perspective of teachers, technology was perceived 
to be beneficial in supporting engagement and collaboration in the classroom. 
Overall, analysis of the data revealed that teachers were open to digital technology 
use for learning. However, teachers perceived the activities of the teacher to matter 
more than use of a digital tool.  
Overall, analysis of the interview transcripts revealed that there was a consistent 
view that technology was useful for learning. In particular, the entertainment value 
of programmes and learning-based digital games as well as school endorsed 
programmes such as Manga High featured highly across all the participant groups. 
Across the teacher and parent interviews, the analysis revealed that digital 
technologies were perceived to be particularly beneficial for those learners who 
experience learning difficulties. It is also notable that while some exemplars of 
creative technology use in the classroom was provided by Seamus (PET) and 
Michael (VPMR), rarely however, was it evident in the interviews that digital 
technologies were being used creatively.  
 
4.3 THEME 3 – ‘THE ONLY EXERCISE THEY’RE GETTING IS THEIR 
THUMBS’ 
While not originally the focus of this study, the concern for children’s wellbeing as 
reported by participants was such that it warranted presentation as a unique theme of 
this study. While acknowledging the benefits that technology has brought to their 
lives, the participants on a whole demonstrated a concern for children’s online 
activities and the negative impact that technology was both having and could 
potentially have on the lives of children. Theme 3, the title of which stems from a 
comment by Paul, a 6th class teacher in an all-boys school, details such 
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apprehensions as reported by children, parents and teachers. It is organised around 
concerns relating to psychological and physical impacts. It also conveys the 
intervention strategies adopted by parents to protect children while engaged in online 
activities.  
 
4.3.1‘Opening a can of worms’  
On many occasions, parents articulated their concerns regarding children’s 
inappropriate access to and use of the internet. Denise (PPDEIS) described how she 
came across her daughter and her daughter’s friend taking pictured of their ‘bums’ 
with their tablet. While she explained that she knew these images were not going to 
be sent or posted anywhere, she had to advise her child that these actions were 
inappropriate. Yet her child did not realise the dangers and argued that the tablet was 
‘for fun, you take pictures of doing things’. Accessing unsuitable material was a 
concern also for Sharon, who reported deleting ‘YouTube’ following her son’s 
encounter with an unsuitable episode of Sponge Bob: 
You could put on like a parental block … cos there’s like Sponge Bobs 
and it could lead on to … all weird … like Sponge Bob sex shops … 
where he wouldn't know that to be harmful.  (Sharon, PPMR) 
 
Fear of what children could be accessing online was regularly mentioned by parents. 
Sharon, for instance, expressed her fear of not knowing what her son might be 
looking at and the importance of having control over the material that her son could 
access: 
cos I thought for a while was I too controlling out of it but I think in this 
day and age you have to be when they're so young you have to … have a 
bit of control over d'you know … cos it’s very easy … as they get older 
to lose their innocence from what they can see and what they can’t see 
using technology.  (Sharon, PPMR) 
 
Robyn (PPDEIS) spoke about her six-year-old son creating a video of himself and 
his friend in the park on a swing and uploading it on ‘YouTube’. She indicated that 
she deleted it without his knowledge because she ‘…didn’t actually want it up there’. 
For Elaine (PPMR), while describing technology as ‘wonderful and great’, she also 
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advised that her ‘biggest concern’ was that her children would access inappropriate 
material.  
Janet, who appeared to have a very open relationship with her children regarding 
online dangers, claimed that she would ‘always speak to them about paedophiles’ 
and recommended that parents need to be proactive in this regard. Offering the 
advice that parents ‘should have every child’s password’, she suggested: 
you should be able to go in and look. And see exactly what they're doing. 
You should be open minded and speak with them. I think you should be 
open-minded and speak with your children. And not oh they're grand, 
they're upstairs out of my hair, they're not causing me any hassle sher 
whatever they're doing they're doing. You should know what your 
children are doing. Go on the computer history and find out what they're 
looking up. You’re there for their own good. I always explain to mine it’s 
not because I'm trying to take over ye, I'm trying to keep ye safe. And if I 
keep ye safe I'm doing a good job and they're actually understand it 
because I speak to them about it.  (Janet, PPDEIS) 
 
The importance of keeping children safe was also raised by Denise, who spoke about 
her fear and mistrust of the online world and to whom her children may be talking. 
Questioning whether children should be allowed applications such as Facebook, she 
had the view that: 
They shouldn't be on it. I just feel they're young enough, they’ve plenty 
of time to be on all these Facebooks and Instagrams … like my eldest girl 
has asked me and I've just said no. I said maybe when you're that bit 
older. I just don't trust anyone out there. It’s because of that fear you don't 
know would they're talking to.  (Denise, PPDEIS) 
 
It was not only parents who recognised the dangers of engaging in online activity, as 
children similarly expressed reservations. The benefits of using technology for 
communication with friends was recognised; however, caution was noted when 
making new friends online:  
I feel it’s good for communicating with the friends you already have but 
creating new friends is dangerous, meet somebody you don’t know or 




Some children admitted to playing online with people they had never met. One child 
spoke about playing with other people around the world: 
Yeah. Like some of them you wouldn't know. Say if it was FIFA, so me 
and him would be on a team and we could be against people from 
Europe, America, Australia, Asia any of them places.  (ETFG) 
 
Another child was critical of parents who were allowing their young children online 
and permitting them to have phones at a young age:  
a lot of parents out there that they actually don't care what their children 
are doing. Some children their parents do not give … they don't actually 
care what the children are doing and the children could be contacting men 
in jail and you don't know about it. but I think … like there’s some 
children and they're getting phones at six and seven and I think it’s very 
crazy, it’s too young.  (CPMR) 
His comment regarding ‘men in jail’ was expanded on further with the child stating 
that children who were ‘contacting these men’ needed ‘to cop on to themselves’ 
because they could ‘get themselves into bother’. However, this opinion seemed to be 
at odds with his view that at the age of ten or eleven children should have ‘private 
accounts’ on Instagram.  
 
Similarly, teachers referred to the potential dangers of children accessing unsuitable 
information and material. For example, Paul (6AB) referred to his 6th class boys’ 
interest in YouTubers as well as some who had their own ‘streaming channels’. He 
stated that ‘this is crazy and sounds crazy to me but it’s scary what it opens up to 
them’. He suggested that ‘you're just opening a can of worms with what they're 
exposed to’ and that while he could not personally ‘see the interest’, he could not see 
what would stop them with a phone and ‘a good 4G connection’. 
 
4.3.2 ‘Stories of Horrific Things’ 
While the concern for what children could potentially access online was highlighted 
in participants’ comments, an analysis of the data revealed that parents were aware 
of the negative reporting surrounding children’s technology use and in particular 
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stories of children who had been adversely affected through online engagement with 
strangers. For instance, Robyn (PPMR) spoke of stories of ‘horrific things’ and her 
view that her son, aged six, would be too ‘gullible’ to resist such approaches and 
would start responding. She referred to his use of an app called ‘Talking Tom’, 
which had to be deleted following ‘speculation’ that there was ‘actually someone 
was behind the game and they were asking the kids to do inappropriate things’.  
Denise similarly spoke about hearing such stories from other parents and indicated 
that she had objected to her children having Facebook accounts: 
I just feel they're young enough, they’ve plenty of time to be on all these 
Facebooks and Instagrams … like my eldest girl has asked me and I've 
just said no. I said maybe when you're that bit older. I just don't trust 
anyone out there. It’s because of that fear you don't know who they're 
talking to. (Denise, PPDEIS) 
 
Breda (PPGS) also spoke about becoming aware of online dangers from friends and 
family and the media, noting: 
lot of awareness on the television that … they're saying be careful … be 
careful who they're talking to on the internet and what would they be 
doing’.  
 
She said that she was also learning as her eldest son grew up, revealing that 
‘I’ve heard horror stories about who’d be online … I need to know what she’s 
doing and I need to know what he’s doing’.  
  
Jack considered that while technology had its uses, particularly in terms of 
communicating through email, ‘… there’s a lot of dangers in terms of social media 
in terms of stuff like that’ and he would be ‘very wary about giving a child a 
smartphone until they're able to handle it. I think there’s no need for it’. He referred 
to research that he had heard about concerning the appropriate age a child should be 
given a smartphone: 
Certainly I mean there’s research, I’ve heard about 15 you know that a 
child should be 15 before they're using a smartphone … dunno was it 
your man in Apple came out with that at some stage. 




Describing himself as being sceptical about technology, Jack suggested that this was 
possibly a consequence of not growing up with ICT and perhaps ‘it’s a fear of it 
from all the scare stories … it’s more social media I suppose’. Amy, who attributed 
her sons ‘meltdowns’ to technology use, described her awareness of ‘articles in the 
paper about that there is aggression associated with kids and using the tablets’. Her 
mother, who helped her out with childcare, also advised her to read about such 
articles: 
And my mum has told me about it and telling me to read it, about these 
articles or whatever about that. Kids seem to I don't know … just get real 
angry with certain things they watching and stuff. So then when he was 
having these meltdowns you're kind of going right, obviously there is 
something to do with it.  (Amy, PPRM) 
 
While it is clearly evident that parents, children and teachers had concerns about the 
possibilities of online access and content had for children, there were numerous 
indications in the data that the participants were witness to the negative impact that 
technology use had on children. Such concerns pertained to the addictive nature of 
ICT and the subsequent impact it had on children’s behaviour, social and peer 
interaction experiences.  
 
4.3.3 Psychological Impacts 
As has been described in Thematic Area One: Living ‘Unmercifully with ICT’, 
children seemed to enjoy using digital technologies and appeared to be always ready 
to be connected to digital devices. However, an analysis of the data reveals that 
many parents, children and teachers were very concerned about the impact that 
extended technology use was having on the psychological wellbeing of the child. In 
addition, terminology such as ‘addicted’, ‘obsessed’, ‘annoyed’, ‘angry’ was used by 
some participants to describe the reaction of children when asked to put their 





The suggestion that children were addicted to technology was regularly mentioned 
by all three participant groups. For some children, using more technology in their 
lives would result in addiction: 
Yeah because, if you use technology more you’ll just get addicted to it 
and you won’t speak to anyone, I just want to keep on playing it. (CPET) 
 
And sometimes parents give their small children like … something to 
watch and then they might get addicted to it and ask for it all the time. 
  (CPAB) 
 
But my little brother in senior infants he got a Nintendo Switch for 
Christmas and he’s addicted to it. He has these three games, FIFA Mario 
and Chase McCain and he’s on the Mario one constantly and its only on 
Friday, Saturday and Sunday  (CPRM) 
 
One child (CPRM) gave details about how her addiction to a game made her feel like 
‘smashing my head through the wall’ when she had mistakenly deleted an 
application on which she had been playing a game, and where she had ‘one character 
left to unlock out of a hundred’. She went on to say that she felt that ‘people are 
unsafe on technology’ and described how she felt parents had a role in making sure 
their children were safe online.  
Another child (CPRM) stated that while they liked playing games, they felt that 
some ‘get a bit too obsessed with some games. They kind of get addicted and don't 
stop playing them’. For one child, the addictive nature of gaming meant that his 
cousins preferred staying indoors playing technology-based games over outdoor 
pursuits: 
Again like Mike said, it’s like people are addicted to it. I’ve cousins and 
whenever I'm over at their house and I say oh do you want to go outside 
and play hurling, it’s like oh no I'm playing this game and same as Sam 
said oh I’ll finish this and then they go on to another one and they go on 




Parents similarly spoke about the addictive nature of technology. For instance, 
Louise (PPGS) referred to her son becoming ‘obsessed’ with a Nintendo when he 
was four. Rather than allowing this behaviour to continue, she took it away from him 
feeling that she didn’t see a ‘purpose’ in it for him ‘other than playing and enjoying 
the game’. She also indicated that she had deleted a game from her phone because of 
his reaction when he was directed to leave it aside. Marie spoke about the difficulties 
her son encountered when he was taken off Wi-Fi as a punishment: 
But as a punishment my son was taken off Wi-Fi for a week and he went 
through withdrawal symptoms. Physically. Just couldn't figure out what 
to do with himself. It scared me actually and I realised … and also when 
he’s playing FIFA if it’s not going his way he gets cross and aggressive. 
So that’s not healthy.  Marie (PPRM) 
 
Marie (PPRM) indicated that due to personal family circumstances, her family 
‘usually are on devices all the time’. She went to on say that ‘you tune out of real 
life, especially the kids’. She explained that it was her twelve- year-old son who was 
most affected ‘in terms of losing complete and utter time day, night kind of thing’. 
She had tried to curb internet access with a Wi-Fi timer, but when this broke, she 
saw ‘the deterioration again’. She felt that family interaction was also better when 
the Wi-Fi was off. After trying to implement timing internet access, she lamented 
that it ‘didn't work because unless you were … self-policing yourself and the kids 
constantly you know that time just flew and it didn't’. 
 
4.3.3.2 ‘Tantrums and Meltdowns’ 
On occasion, during the focus group interviews, children referred to the reaction of 
other children when advised that it was time to leave the technology aside. One child 
spoke about their brother in junior infants who ‘…gets really angry’ when their 
mother tells him to put it away: 
Sometimes he gets off it but then sometimes he keeps going, I’ll finish 
this game and then goes into another one and then keeps saying I’ll finish 




Another child (CPMR) spoke of her mother’s attempts to curb her younger brother’s 
use of ICT, advising him to ‘to put it away on Sundays and he kind of … he gets 
really angry and he doesn't really like putting it away at all’. Another boy recalled 
watching a video on ‘YouTube’ of a young child ‘about three years old’ who ‘started 
throwing tantrums’ because one of his ‘six MacBook’s’ was broken.  
One child (CPAG) spoke of her older fifteen-year old brother, who ‘always gets 
moody’ because of the amount of time he was spending on technology. She noted 
that as a result, rules were enforced ‘So now he only is allowed internet and his 
phone from six to eight in the evening. Because he always gets really moody’.  
Many parents, like Amy, blamed her son’s behaviour on the purchase of a tablet: 
Like at the start we thought when we got the tablet and everything I 
thought it was a great idea. And then now, with the whole tantrums and 
meltdowns he has when it’s time to take it off him … it’s not worth it.
 (Amy, PPRM) 
 
Amy also spoke about the difficulties she encountered in a restaurant and her desire 
to have her son communicate and interact with others. She described in detail her 
child’s reaction after taking away her phone from him: 
But recently then I'm kind of trying to ban it altogether because went out 
for dinner on mother’s day and bought the tablet, I’d my phone he sat and 
played on … tablet wouldn't work or something so he got a bit angry 
about that and then he was sitting there going “what’ll I do” so I gave 
him my phone and I told him as long as the volume wasn't on it you can 
have it. The volume went off two or three times and then my partner took 
it off him and was trying to turn off the volume and he had a meltdown 
and he was sitting there bawling crying at the table and so I just said look 
we’ll put away everything, no one’s on their phones we’ll sit and talk and 
the whole time he was sitting there going “what do I do, what’ll I do I’ve 
got nothing to do” I was like “you sit and talk” we didn't grow up with 
any of those things so I said you sit and talk, you don't need to be on 
something and he was like “that little boy has a phone and that little girl 
has something to do”. (Amy, PPRM) 
 
It is evident from this narrative that while Amy valued conversation at the table, her 
son found it boring to sit in the restaurant with the other adults and wanted some 
kind of entertainment, which he saw in the provision of a digital device. As a means 
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of justifying his need to use his tablet, Amy’s son pointed to other children in the 
restaurant who were on their devices. This finding would suggest that children when 
denied, will use other children’s use of digital technology as a means of highlighting 
the unfairness of being deprived of a digital tool that they enjoy using.  
 
4.3.3.3 ‘The screen is doing the talking’ 
As has been previously mentioned, children are largely using ICT at home for the 
purposes of entertainment and communication. However, the impact of technology 
on children’s ability to socialise and communicate with each other face to face was 
often referred to by participants. As one child noted:  
They don't socialise with other people … They don't go outside and meet 
new people in real life. They just text and that’s not really meeting 
people. Because then they might meet someone and they might not be 
able to talk to them.  (CPAG) 
 
Another child shared a similar sentiment, noting that a few of his friends preferred to 
be online rather than playing outside: 
I think some kids are starting to be antisocial. Few of my friends, I lived 
in my old estate two years ago and we used always play outside, but now 
they're always online, my mammy usually has a limit on how long I'm 
online but they're on it the whole time. (CPET) 
 
While only one teacher referred to games as being ‘addictive’ noting that ‘the only 
exercise they're getting is their thumbs. Cos that’s all they're moving. They're at it 
the whole time’, there were many suggestions from teachers that gaming and 
extended time on digital devices had other implications for the child. For instance, 
Michael referred to the anti-social element of technology, describing the inability of 
some children to engage in conversation as a result of their engagement with the 
screen: 
Because the screen is doing all the talking for them and it’s all bang, 




A similar sentiment was proposed by Paul, who observed a deficit in children’s 
conversational and social skills during a school trip as well as a lack of ‘creativity’ in 
children’s writing: 
I just find, I don't know if this is worth mentioning or not but in terms of 
their conversation and oral conversation and outside of teaching, you 
know if you go on a trip with them, their conversation is very limited. It’s 
one-word answers … it’s not much expansion on sentences and even with 
their writing, their writing is just straightforward. There’s not much 
creativity. Maybe it’s an attention span, just a disinterest. It’s not 
happening fast enough for them. So, I just think it plays into their actual 
social skills as well. They do use it, they use it a lot. But it’s much easier 
to prepare what you're going to say to someone behind a keyboard or 
typing out what you're going to say as opposed to free conversation. 
 (Paul, 6AB) 
 
The idea that children are more comfortable engaging with others hidden behind a 
keyboard would suggest that Paul sees the screen as acting as a barrier to human 
engagement, something that was also referred to by some parent participants. Breda 
(PPGS), for example, spoke about the importance for children to interact socially and 
‘to be conversing as well’. Interestingly, she claimed that it was important that 
children were ‘Not to be just in the book or in the tablet or computer all the time. 
Just to be interacting with people. You need interaction to grow as well … it’s not all 
on the computer’. She went on to say that she felt her child was ‘balanced well’ and 
that she knew that ‘she’s not on it all the time. And she’s learning that way’. The 
inclusion of ‘the book’ in the same terms as the tablet or computer would suggest 
that Breda saw books also as a medium that may prevent social interaction.  
Amy, a parent, expressed her concerns about the anti-social aspect of her son using 
technology, describing her son as being ‘completely zoned into whatever is on it. So 
completely antisocial is the way I look at it’. Robyn expressed her objection to 
children using tablets in restaurants as well as her concern for when children get 
older, referring to the hold technology has on adults who had not grown up with 
technology: 
I’d be really against d'you know how people bring in tablets to restaurants 
and you can see all the kid on … and I don't know they're missing the 
socialising part. Cos you can notice it a lot if you're at the bus stop or 
somewhere … people aren’t communicating … but they are people that 
wouldn’t have grown up with that much technology … so if the kids now 
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are growing up with technology … what’s it going to be like when they 
get older d'you know. (Robyn, PPMR) 
 
While Janet expressed no objections to technology use for learning, she considered 
online games as ‘catching children’ and was ‘taking them away from what they 
could actually be learning on the internet’. Her advice was to: 
Ban all the games! They get sucked into it. They really do and you could 
be sitting down having a conversation and you’re like hello, I'm here! 
D'you know. Take out the headphones, stay off the game, let’s have a 
talk, let’s chat, how was your day today? And they're like fine! 
 (Janet, PPDEIS) 
 
Although most participants identified a detrimental effect of too much screen time 
reducing children’s social and communicative skills, one parent (Anne, PPDEIS) 
described how technology had the opposite effect on her son and helped him to 
overcome his social isolation. Anne gave an interesting example of where she had 
lived in an area where her child knew very few other children, resulting him in 
turning to technology for company. She felt she had very little control over his time 
on his tablet as she was feeling sorry for him. When they moved back to the area 
where he had friends, she described him as being ‘a different child’, readily playing 
soccer with the other children on the road.  
 
4.3.3.4 ‘felt a bit out’  
Although technology can play a role in reducing some children’s sense of isolation 
or loneliness, it can also create a different kind of isolation if a child does not have 
access to the same technology as their peers. For example, Marie spoke about her 
son putting himself under pressure and who ‘felt a bit out of’ as he didn’t have an 
Xbox, not because he was pressurised by his friends but because she felt he wasn’t 
‘able to take part in the conversations they were talking about the games. The 
pressure came from Jack himself’.  
Elaine (PPMR) on the other hand, felt the pressure to possess the ‘right’ kind of 
technology came from a child’s friends; for example, it was important to have an 
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iPod or Xbox or a PlayStation, because her son’s friends were telling him that the 
‘Wii is babyish and is kind of … wouldn't be the console of choice like’.  
Maura (PPET) echoed the notion of peer influence, but also included ‘other sisters 
and brothers’ as ‘heavily’ influencing what kinds of technology children and their 
friends of primary school age are using. Notably, Cora (PPMR), a parent keen to 
engage her child in more reading, bought a Kindle for her daughter, feeling that this 
would ‘appeal’ to her more, ‘Because she thinks she’s doing something that other 
kids are doing’.  
  
When children were asked if they felt under pressure to buy technology, the 
responses varied. The All Girls focus group indicated overwhelmingly ‘yes’. 
Children inferred they would feel isolated when they were asked how they would 
feel if they didn’t have a phone or a tablet. One child said that she would feel: 
Left out. Cos everybody else has it while you're the only one who doesn't 
have it so you’re like … thinking to yourself oh my God why can’t my 
parents ever buy this for me …?  (CPAG) 
 
Similarly, another child from the Educate Together school also spoke about children 
feeling left out: 
Well usually kids nowadays they usually want to get technology and I 
think they want to get technology because all their friends have it and 
they don't want to feel left out or anything. Like that’s the main reason I 
think most kids are getting it.  (CPET) 
Thus, the comments reveal that pressure of peer comparison can have both negative 
and positive influences. For some children, peer comparison may be exacerbated by 
technology use. While an analysis of the data points to a number of psychological 
impacts, the consequence of technology use was also evident in comments from 
participants concerning physical impacts on children.  
4.3.4 Physical Impacts 
There were many indications in the data that would suggest that children’s eyesight, 
sleeping patterns and physical activity were being compromised as a result of 




4.3.4.1 ‘Blue Suns’ 
One child complained that technology ‘would hurt your eyes if you were on 
technology too long (CPDEIS), while another spoke about watching a phone in the 
dark which can cause one to become ‘a bit blind’ (AGFG). Watching the TV was 
also damaging to eyesight, as one child asserted: 
Cos you're staring at the screen and it’s just … you’re not really looking 
away. And you're not really … outside like … you're not really out 
looking at stuff like. You’re just staring at the telly.  (CPDEIS) 
 
Another child complained of experiencing blurred vision after playing ‘Subway 
Surfers for two hours’ (CPDEIS). One child from the same group used the metaphor 
of ‘Blue Suns’ to illustrate the damage resulting from exposure to technology for a 
long time: 
I think that like … like sometimes technology can like prevent you from 
doing a lot of stuff like. If you're always on technology, say a phone 
screen and a computer screen like they're a miniature of blue suns … so 
blue suns … every time you're on it, it keeps damaging your eyes and 
eventually you’ll need glasses and stuff. 
 
The metaphor of the blue suns is particularly revealing. Not only does it evoke an 
image of blue light illuminated on the face of the child, it also suggests that the 
natural outdoor sun is being replaced by the artificial light of a digital device. One 
child from the boys’ school went further than speaking about the impact that using 
technology was having on his eyesight and on his brain:   
Technology can make you braindead and make your eyes sore from being 
on it too long. (CPAB) 
 
However, the impact of technology on children was not viewed negatively by all 
children. In this same group, a child said he disagreed with the statement about going 




Another child (CPMR) spoke about having unlimited internet access and time at her 
father’s house, which resulted in straining her eyes when she was ten years old. This 
resulted in her having to wear glasses with ‘special glares’. When asked whether she 
blamed technology for this result, she replied, ‘I'm blaming myself for staying on 
technology for too long’. This was an interesting comment that would suggest that 
despite the negative outcome, the child acknowledged her own responsibility and 
control over time spent on technology. 
The concern about impact of prolonged use of technology on the eyesight was also 
echoed by parents. Maura, for example, referred to her eldest daughter’s use of the 
iPad in secondary school rather than using books. Initially, Maura claimed to be 
‘dead against it’, because of her concerns for her daughters’ eyes: 
And I worry about her eyes. My concerns would be for her eyes, I think 
it’s not healthy to be looking at blue light all the time. (Maura, PPET). 
 
She went on to say that she had concerns about using interactive whiteboards in 
school and then using technology at home for homework noting ‘… I’d be worried 
about eyesight for my children and children in general’. Maura also explained that 
she didn’t want her child’s life to be driven by technology, instead expressing her 
desire for her child to explore her other senses. Books, it appeared, provided the 
solution: 
physically, sensorially … everything else I want her to go through pages 
then go back through five and I want her to feel it. I don't want her just to 
see it. I don't want that’s her only sense … I want other senses explored. 
Negative, negative, negative about it. (Maura, PPET) 
 
4.3.4.2 ‘I can’t sleep’  
The impact of technology use on children’s sleeping patterns appeared to be of 
concern to some of the participants, particularly from the boys’ focus group. One 
child (CPAB) spoke about his parents’ rules around screen time so that he didn’t 
‘damage’ his eyes, explaining his personal experience of being unable to sleep 
because of time spent on technology ‘usually at weekends I would stay up till ten 
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and then I can’t sleep’. The claim that technology causes sleep deprivation was 
echoed by several children from the various participant groups.  
A child from the boys’ school (CPAB) indicated that he was staying up on their 
phone ‘until 3 or 4 in the morning’, resulting in him going to school ‘all tired’. 
Another child in the same group complained of getting a headache when on their 
PlayStation or phone for too long. One child suggested that they had experienced 
nightmares:  
Sometimes you are watching scary stuff and when you are if you wake up 
you won’t be able to sleep again cause you have scary stuff in your mind.
 (CPAB) 
 
One of the teachers also remarked on sleep deprivation as experienced by his 
students as a result of gaming late at night: 
I would definitely … I would be fairly certain that a lot of kids would be 
using ICT now just when they go home for an hour on the Play Station or 
the Xbox I think kids are exposed to ICT right into the early hours of the 
am and I'd see it in some of the boys who come in in the morning with 
bags under their eyes, I hear them saying up playing online FIFA or Xbox 
for all hours.  (Paul, 6AB) 
 
Another teacher who supported the use of games such as ‘Minecraft’ for learning 
also saw the use of over 18’s games as being damaging to children: 
We have children who I know are playing over 18 games that are nothing 
but damaging. Nothing but damaging and there’s no … there’s nothing 
beyond moving your thumbs and racing and killing and robbing and 
stealing.  (Caroline, RSMR) 
 
4.3.4.3 ‘you're not going to experience life on a screen’ 
An analysis of the data indicated that many parents preferred children playing 
outside over time spent indoors on digital devices.  Denise (PPDEIS), for example, 
indicated that she loved when her children were outside playing on their bikes with 
their friends. Elena (PPAB) thought it would be better to have her children ‘outside 
on a trampoline or something’. Robyn (PPMR) was concerned that her son was 
spending too much time indoors and would ‘rather pretend he’s someone from the 
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internet’. Comparing her own childhood to his, she indicated that she would like to 
see him more involved in sport: 
Oh yeah, cos we were always outside and getting up to mischief! 
Whereas if he was outside and he fell he’d come in and start crying ‘I 
fell’, he’d be complaining for the day.  
 
Amy and Robyn held similar perspective on what childhood should look like. For 
instance, Amy spoke about her desire to see her son outdoors and indicated that she 
would consider buying him technology if he took up three sports and kept them up 
for a whole year: 
so I don't see the reason why he should be inside watching TV or on a 
console when he could be outside feeding calves and chickens. I’d prefer 
if he was outside playing.  When I was a kid, it could be hailstones 
outside and I’d be outside whereas now it’s like him and the other kids 
knocking on the door going “it’s raining can I come in”. I'm like “there’s 
wellies and umbrellas, go play”.  (Amy, PPMR) 
 
Elaine illustrated her concern at children’s time on technology inferring she also 
would like to see children engage in imaginative outdoor play: 
I think it’s awful annoying and worrying to see kids with their heads 
stuck in it non- stop. God where’s the imagination and out and digging 
holes … maybe I'm very old fashioned that way but I would be worried 
… I think it has a place but it’s not the be all and end all to the detriment 
of social skills.  (Elaine, PPMR) 
 
Interestingly, while Janet appeared to be concerned with children spending too much 
time indoors, she also conceded that there was a certain security when they were at 
home using technology: 
With technology you see more of your children in, your home like. 
Because they're all inside. They're all playing games or whatever and you 
do know where they are and you know they're safe. Well to an extent. 
Because the internet is dangerous as well. (Janet, PPDEIS) 
 
On the other hand, Sophie pointed out that when children were using technology, it 
involved additional work for parents: 
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Whereas if they go away and play with their Lego or their games or run 
outside the back … that’s relatively parenting less. (Sophie, PPAB) 
 
Sarah, another parent, felt that interacting with a tablet was in itself ‘quite isolating’: 
It’s you and the tablet and you're navigating it. It’s not giving you a hug, 
it’s not talking conversation wise. It’s not doing that. (Joanne, PPET) 
 
For Mary (PPDEIS), it was important to have her children involved in sport rather 
than inside playing with devices. She described her children as ‘having normal chats. 
They're normal kids with other kids. they're happy … they're not stuck in’. She went 
to describe her nephew who ‘…is gone pale’ from the amount of time spent indoors 
on gaming, despite protestations and interventions from his mother to limit his 
screen time. The sense of children being ‘stuck in’ or ‘stuck into computers’ was 
also echoed by Amy who felt that children should be: 
more kids and not stuck into computers and stuff. But in primary school I 
think it should be limited. I hate the thought of kids sitting in front of a 
computer screen for hours playing games.  (Amy, PPMR) 
 
These sentiments were shared by some teachers who felt that ‘too much technology 
was having an impact on physical activity’. Like some of the parents, Margaret, a 
vice-principal, compared her own childhood to that of the children of today: 
doing lots of running around and general falling off things because we 
were experimenting and climbing and outside running around and now 
it’s all so structured for them and they're just sitting down and taking part 
in … watching television and iPad. I think technology is great but there’s 
a danger it could be detrimental if we don't get the balance. 
  (Margaret, VP6GS) 
 
Similarly, Paul indicated that, despite haven spoken to his class about the dangers of 
being on-line, it was clear that their lack of exercise was a result of their time spent 
on technology: 
it’s not going to stop them from using these social media Apps and these 
online games and addictive games where they're literally using … the 
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only exercise they're getting is their thumbs. Cos that’s all they're 
moving. They're at it the whole time. (Paul, 6AB) 
 
Overall, the comments from both parents and teachers reflect a concern that the lure 
of technology can detract from outdoor play and exercise, which is clearly perceived 
as crucial for the healthy development of the child. In their attempts to further curtail 
access and use of digital devices, parents were seen to introduce various mediation 
strategies in the home.  
 
4.3.5 Parental Mediation Strategies 
Children’s overuse of digital tools, access to inappropriate content and contact with 
strangers online was a primary concern for parents in this study. As the following 
comments demonstrate, access to technology was more widely available at home and 
children believed that they had more freedom at home due to internet restrictions and 
rules regarding technology use at school: 
It’s easier to access at home.  (CPET)  
 
You can just play games when you're at home and stuff and watch 
YouTube in my case!  (CPET) 
 
We also … in school we have to, if we bring in phones or anything we 
have to give them to Sinead so she can put them in her drawer for the 
day. At home we just use it like … we use it for whatever we want but in 
school we can’t use it that much for stuff.  (CPET) 
 
Am the difference between the technology used in school and used at 
home is like when you’re at home you just play games and stuff and 
watch YouTube but in school you have to learn stuff. You have to do 
whatever the teacher says on it.  (CPDEIS)  
 
In school like technology is more restricted and at home you're free to go 




In school it’s … it’s beneficial for learning whereas outside the school 
you get more free will and you get to listen to what you and the whole lot 
and watch what you want. In school you have to follow the rules, things 
are restricted and … at home you don't have to follow the rules. Some of 
the rules.  (CPDEIS)  
 
The above comments suggest children were able to exercise more autonomy at home 
regarding their online activities as compared to school. However, comments from 
parents and children reveal that several strategies were employed by parents to limit 
their children’s access to devices and applications. These strategies included 
monitoring children’s technology use and employing rules in the home. 
 
4.3.5.1 ‘Keep an eye’ 
Sarah (PPET) spoke about keeping ‘an eye’ on what her children were doing. She 
also recalled an incident where her son had become upset when he saw the online re-
enactment of a child dying and going to heaven which she felt he wasn’t 
‘emotionally ready for’. Sarah also spoke about starting to use ‘Kids YouTube’, 
following an incident where her son had been being exposed to ‘pornography’. Kate 
(PPAG) referred to her own concerns about giving a phone to her youngest daughter 
because she ‘can see the dangers with the tablet like baby doll and what comes up’:  
you know the way we’ll say when they were into the Annabel and the 
dolls, and Kate put in “baby doll” now baby doll is not what a baby doll 
is.  (Kate, PPAG) 
 
Clearly impacted by the negativity surrounding older children’s use of technology, 
Kate also referred to her conversation with a work colleague who had expressed her 
concerns regarding her fourteen-year-old son accessing pornography at night: 
she’d be terrified they’d come across pornography and maybe watch it 
you know. He is 14 so he has stuff upstairs and as I said to her maybe if 
you could turn off the Wi-Fi at a certain time at night. But she’s afraid 
that when they're all bedded down for the night that he would bring up 
the tablets – put off the Wi-Fi upstairs and just take out the Wi-Fi when 
you're finished. Because she’s terrified that he’ll come across 
pornography and maybe like as a boy not understanding the social 
implications, but they watch it she said do you know what I mean? Not 
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realising that this is not love, this is not romance, this is not normal 
relationships do you know what I mean?  (Kate, PPAG) 
 
It seemed that many parents were eager to protect unsuspecting children from the 
dangers of the internet and their comments were often framed in terms of protecting 
the innocence of the child. Breda (PPGS), for example, expressed her concern that 
while her child could be ‘left out’ as she didn’t have a phone or access to Facebook, 
her overriding concern was her child’s protection: 
Because … I don't want her to be left out either. And … but I still want 
her protected but I think if she is talking to other people in the class, 
could lead to other people anywhere else as well. D'you know. Cos other 
people can get her number and text or … you never know. But I think 
yeah … she’s a year younger than most of her class. But she’s innocent. 
She’s too innocent to get to that stage yet. It’s too much Facebook for 
primary school anyway. So I’d rather her have the learning Apps at the 
moment. I think she could be left behind thinking about it now that her 
class mates are … I'm not too sure exactly … but I know they're doing 
more than she is. (Breda, PPGS) 
 
She noted that ‘At the touch of a button she could go into something else. You know. 
So it’s all monitored, it’s all forbidden a lot of the things’. Amy (PPMR), referring to 
her own mother’s view of childhood, expressed the importance of keeping ‘a child a 
child as long as you can, you don't need to push technology and all this stuff on 
them’.  
Similarly, Mary (PPDEIS) suggested that, while technology may be a big part of 
their future, ‘at the moment they're kids, keep them as kids and not be stuck to these 
like. Go out and enjoy life’. Cora (PPMR) referred to her ten-year-old daughter as 
‘not ready to be constantly available to people all the time and for things to be 
happening that she doesn't have control over.’ 
 
4.3.5.2 ‘you have to follow the rules’ 
As well as monitoring their children’s technology usage, certain rules were applied 
by parents regarding access where they believed this to be necessary. Rules included 
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weekend only access, setting time-limits, forbidding access in bedrooms and 
allowing access only on completion of homework and outdoor activity.   
Some children reported that access was allowed on weekends only: 
I'm allowed have it on Saturday and Sunday. I'm really only allowed have 
my phone on weekdays when we’re going somewhere like. (CPMR) 
 
Similarly, another child in this group advised that he was not permitted it at all 
during the week, ‘we’re only allowed it on the evening of Friday and Saturday and 
Sunday’. Another child in this group signalled the unfairness of not being permitted 
it during the week. For other children, technology use was contingent on completion 
of homework:  
Participant: I’d have to have my homework done and my dinner eaten 
before I’d be allowed on my iPod. I have to put it off half an hour before 
I go to bed.  (CPGS) 
 
Participant: I'm not allowed my phone until I'm done my homework. 
 (CPGS) 
 
Some parents appeared to incorporate a mix of strategies such as prohibiting access 
during the week and forbidding use in their bedrooms as was reported by one child 
participant: 
Participant: I wouldn’t be able to use technology during the week cause 
I’m focused on school … my mother wouldn’t allow me go upstairs and 
play PS4 or anything … I’m only really allowed it on Friday evening and 
weekend. (CPAB) 
 
Indeed, as the following comments suggest, one of the most frequent strategies used 
by parents was keeping technology away from bedrooms: 
Participant: Well I have to leave my phone downstairs at night. (CPAG) 
 
Participant: Even though I use technology a lot there is a lot of rules as in 




Participant: I leave my tablet on a little table away from my room.
 (CPAG) 
 
Participant: I've to leave down my tablet and leave my phone downstairs 
and I'm not allowed to leave it in my room. (CPAG) 
 
Some strategies were focused on setting time limits on technology use. One child 
reported that their father was using an internet ‘timer’ which would only allow intent 
access at certain times. Another child (CPAB) referred to the ‘screen time’ rule of 
getting off devices at ‘eight thirty’.  
Sarah, a parent restricted the time they allowed their children to interact with 
technology each day. Her seven-year-old son was permitted a half hour a day on the 
Xbox or tablet, rules being central to ensuring that his time on technology is limited: 
Yeah, because if there isn’t that he doesn't understand then when he has 
to turn it off. So I think he needs that guide. …And I think that’s really 
important because I know with Matthew, if he got an hour on the Xbox 
he’d have an hour on the Xbox and if he got two hours on the Xbox he’d 
probably have two hours and then he’d forget to play soccer and go out 
on his bike and muck about. (Sarah, PPDEIS) 
 
Some parents used a different approach that permitted use of certain technology 
functions; Breda (PPGS), for instance, did not allow her daughter to download 
applications, with the exception of applications in the ‘free games’ section, stating 
‘I’d never buy anything’. She also indicated that her daughter has asked for ‘Snap 
Chat’, which was also not permitted: 
She’s too young. I didn't let my son have a phone until he was in 
secondary and that was only to ring me. And then she tells me she’s the 
last in a class to have a phone number.  (Breda, PPGS) 
 
Janet indicated that she also had the passwords to her children’s devices and that 
when using Facebook ‘…they’d only be allowed to add people they actually know’. 




Cos I always explain to them about online, and how people come on and 
portray them being different people. It might be a 40-year-old man 
pretending he’s a 12-year-old boy just to talk to you and grooming and 
going through it. (Janet, PPDEIS) 
 
Comments from children also reveal that parents banned technology use during 
opportunities for engaging in conversation, such as during mealtime 
We have a rule that you can’t have any phone or anything at the table 
while we’re eating or if we go our holiday you can only take pictures 
with our phone, not always been on snapchat and stuff… Xbox and stuff 
you have to be off by half eight weekdays on and then on weekends at 
half nine. (CPAB) 
 
I can’t have my phone or anything … any electronics at dinner time or 
anything really like that. (CPGS) 
 
My mam has always said to me when people come in and you're on your 
phone, make sure you put it down cos it’s very rude if you're just sitting 
on the couch on your phone. It’s nice to put it down and talk to people.
 (CPMR) 
 
While the interviews with the children revealed no major objections to the rules, 
there were some indications that not all children agreed with the application of rules. 
A child (CPRM) who was only permitted to use technology for a half an hour on 
Wednesdays and one hour on Friday described her mother as being ‘really 
overprotective! So, she kind of always monitors everything and our internet is not 
unlimited’. In addition, despite parents’ attempts at curbing the amount of time 
children were spending on technology, a few children reported hiding their use of 
technology behind their parents’ back: 
Participant: But sometimes my brothers or maybe me sometimes we 
sneak our iPods or tablets or Nintendo switches into our bedrooms!
 (CPMR) 
 
Participant: Even though we’re not supposed to have them in our 
bedroom I put mine up on my shelf maybe under some books so mam 




However, some children welcomed the rules set by parents regarding their use of 
technology:  
It’s good to have rules to technology my mother says that if I’m too close 
to the screen your eyes will pop out…. She’s only messing with me 
though. 
 
Likewise, another child pointed to the important role of parents in ensuring rules are 
enforced. He felt that children should be exercising and enjoying the outdoors: 
Too much. Cos like I think parents should do … should have certain 
times for someone to do technology because if you've a child and your 
child is on technology all day in bed at home you need to get out d'you 
know, you need to exercise and be out with your friends. Like I was on 
my phone for an hour and a half or two hours but I was out as well and I 
go out with my granddad every Sunday and we go camping and fishing. 
So you need to get out … you to experience life, you're not going to 
experience life on a screen. 
 
It was clear from parents’ accounts that employing rules came from a place of care 
and protection for their child. For children, while there was very little evidence in the 
data that they objected to the rules set by their parents, some children were finding a 
way of breaking rules. 
 
4.3.5.3 ‘Winter-Time’ 
While many parents were eager to implement rules regarding their children’s time on 
ICT, preferring them spending more time outdoors, it appeared that the Irish weather 
had some impact on the implementation of these rules. For instance, the data 
revealed that parents appeared to be more relaxed about the rules regarding 
technology use in the winter. Denise (PPDEIS) spoke about being more ‘easy going’ 
regarding rules in wintertime ‘because there’s very little they can do’. Elaine 
(PPMR) spoke about her children’s tendency to ‘gravitate’ towards technology in 
wintertime. This view was echoed by Marie, who spoke about the children watching 
videos in school when ‘the weather is bad’, while also referring to her son’s more 
frequent use of the PlayStation in wintertime in comparison to the summer: 
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He does use his PlayStation for an hour a day maybe in the evenings, 
especially in the wintertime. Summertime very rarely because he’s out all 
the time. We’re living in a housing estate so there’s lots of other kids 
around and stuff. He’s outside a lot.  (Marie, PPMR) 
 
There were also indications by some children that they only turned to using 
technologies when the weather was bad, as one boy (CPAB) indicated: 
Participant: Am sometimes when it’s raining 
Interviewer: Only when it’s raining? 
Participant: Yeah (CPAB) 
 
Similarly, another boy from the same group indicated that he would use technology a 
lot more often at weekends and particularly when it was raining: 
From Monday to Friday my mother only lets me on the console for about 
an hour and then at the weekends, depending if it’s raining or not, if it’s 
not raining I’ll go outside and if it is I’ll go on for about four hours. 
 (CPAB) 
 
When one group (CPMR) was asked why they liked to use technology more for 
games and less for learning, one child replied that it was out of a need to find 
something to do when it was raining outside, as the following excerpt indicates: 
Interviewer: Why do you think children are using technology more for 
games and watching YouTubers than they are for learning? 
Participant: I think it’s just because they like doing it and it’s kind of like 
… they think it’s like something to do like. They don't know … it could 
be raining outside and they could be like well I’ve nothing really else to 
do but they actually have loads of stuff to do but they’d only think they 
have all that so then they just like go … well I play games on my … 
 (CPMR) 
 
One child indicated that their mother was not in favour of them playing the Xbox in 
the summer and allowed an hour and a half every day. The rules, however, were 
more relaxed in wintertime permitting a doubling of time spent on the Xbox: 
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During the summer my mam, she doesn't really want me playing the 
Xbox … or the Play Station, she gives me an hour and a half on it every 
day. So I'm outside playing football with my little brother for most of the 
day. But during the winter, because I can’t go outside she lets me go on it 
for about three hours.  (CPET) 
 
One child noted her own addiction to games, referring to the difference between her 
summertime and wintertime use: 
Like Emily, I went through a stage when I was addicted to games. And I 
kind of stopped playing and I was going outside a lot more. In the winter 
I’d be on electronics a lot more. But in the summer I’d be outside most of 
the time.  (CPMR) 
4.3.5.4 ‘You can’t control it’ 
While comments from parents reveal the Irish weather, especially in wintertime can 
result in an increased amount of time spent on technology by children, attempts to 
restrict technology and internet access appeared to be difficult for some parents, 
especially when the child was not within the confines of the home.  
Maura provided an example of this dilemma, describing how her thirteen-year-old 
daughter goes to the house of a 12-year-old friend who, according to Maura, ‘has 
complete free reign of everything she’s on chat sites. And she’s flirting … and she’s 
only just 12’. She went on to talk about balancing the need to be cautious with 
allowing children a level of freedom that will develop greater technological 
astuteness when amongst their friends: 
See that’s something you can’t control isn’t it; it’s going to somebody 
else’s house. You can’t control that, all you can do is make sure that they 
communicate to you and that they're talking to you and that you know 
what they’ve experienced. And when they get to teenager I think that you 
really have to loosen the apron strings a little bit, because I've seen it 
myself if you're too involved … if you're too careful then when they do 
go they're naive to some of their friends. And that’s when you need to be 
a bit more careful. I think.  (Maura, PPET) 
 
Yet Kate described a different experience when her daughters visited their cousins’ 
house, where, unlike in her own house, there was an interest in gaming:  
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Maybe it’s because as a household I don't have it and we’re not into it 
that the girls are not into it. But when they visit the cousins … doesn't 
seem to be something that engages them.  (Kate, PPAG) 
 
Although Kate’s daughters were unlikely to be affected by this different set of rules 
in their cousin’s household, Kate conceded that during these visits her daughters and 
their cousins would be having ‘a field day on the phones’, for example, ‘taking 
pictures of themselves, you know this monkey face you can make out of yourself – 
they’ll be doing all that’. This observation reinforces that challenges faced by parents 
in monitoring and regulating their children’s technology use when away from home.  
 
4.3.6 Summary of Theme 3 
An important theme that developed in the analysis of the interviews was a concern 
for the health and wellbeing of children. The findings reveal that many parents are 
worried about excessive technology use, children’s obsession with the internet and 
its subsequent negative social and psychological impacts. Consequently, to limit the 
perceived psychological and physical risks, parents implemented strategies such as 
monitoring children’s online activities as well as applying various rules at home.  
For parents, the internet and gaming were frequently conceptualised in negative 
terms, a phenomenon that could easily corrupt impressionable children. This 
experience presents a dilemma for parents and presses them to strive for balance 
between allowing technology use and playing outdoors or socialising with friends. It 
is also evident from an analysis of the data that parental restrictive mediation 
strategies are as a result of what they witness in their child’s behaviour and what 
they hear from others and in the media.  
For children, it was evident that although they enjoyed games and online activities, 
they also appeared to be acutely aware of the implications of extended ICT use and 
online access. This concern for the wellbeing of the child was also highlighted in 
some of the comments made by teachers. Extended use of games and gaming, 
particularly late at night, was seen by teachers to impact negatively on a child’s 
ability to concentrate in class.  
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Overall, it can be deemed that the concerns faced by parents and teachers are an 
important factor in considering use of ICT for learning which leads to the next 
thematic area that provides insight into some additional obstacles and opportunities 
in the use and integration of ICT for learning.  
 
4.4 THEME 4 – ‘THE POISONED CHALICE’  
The previous chapter reveals the concerns as expressed by children, parents and 
teachers regarding children’s engagement with digital technologies and online 
activity. Theme 4 – ‘The Poisoned Chalice’, draws its name from a reference by 
Michael, a vice principal and a teacher of 6th class in a mixed rural school. This 
theme builds on previous findings and explores reasons why ICT is principally being 
used for games and entertainment by children at home and not for learning, 
particularly formal school learning. It provides an insight into the explanations and 
suggestions as provided by children, parents and teachers of the obstacles preventing 
the use of ICT for learning. This chapter also reveals the factors that may contribute 
to integrating ICT in children’s learning.  
 
4.4.1 Obstacles 
Analysis of interview transcripts revealed that there were several barriers preventing 
ICT use as a tool for learning. Accordingly, these barriers are now presented from 
the perspectives of the three participant groups, bearing in mind that the concern for 
the wellbeing of the child in the previous findings chapter has also been deemed as a 
contributing factor in impacting the use of ICT as a tool for learning. Sections 
4.4.1.1 – 4.4.1.8 reveal the barriers evident according to first-order barriers (lack of 
financial support, connectivity challenges, infrastructure, lack of administrative 
support, teacher CPD) and second order barriers (teachers’ beliefs and motivation to 




4.4.1.1 ‘We can’t afford that’  
In schools, teachers spoke about the challenges they faced in integrating digital 
technologies for learning. There was much criticism of the nature of the funding that 
came through the Department of Education and Skills (DES), in particular from 
Caroline, Michael and Seamus. Caroline described the grants as insufficient. She 
spoke about the ‘obsolete’ whiteboards in the school which had been initially 
purchased from the school’s fundraising activities. Keeping up with the pace of 
technology was a concern for the school that did not have the money to sustain that 
upkeep: 
The grants that they give us for ICT it’s not sufficient. Upkeep of the 
laptops we have and the software is very expensive. I would love to scrap 
the laptops and get iPad but we can’t afford that. So their policies are 
wonderful but there’s no way schools are able to implement them on the 
shoe string we have for ICT. Because you know … I see new hardware 
and equipment comes out and in a year or two it’s obsolete and schools 
just are not in a position to be able to replace that, we don't have the 
money. (Caroline, RSMR)  
 
Caroline’s comment suggesting the need for ongoing funding was echoed by her 
colleague, Michael. He also compared the resourcing at primary school level to that 
of the local third level institution that had adequate resourcing: 
So as much as I'm into IT there’s a place for it but I still think it’s there as 
a resource and … but to have it as a resource we need proper 
infrastructure and money there to keep it up. Like the third level. they're 
keeping everything running. That’s never going to happen in primary 
school. So just give us the money that’s there … like you're not going to 
throw out a laptop unless it’s dead. We don't throw anything away. 
 (Michael, VP6MR) 
 
For all schools, the running costs of ICT was regularly cited as being an issue. Eileen 
(ITAG), for example, referred to the cost of a new bulb for an interactive whiteboard 
as being ‘€100’. The maintenance is also ‘very expensive’. It appeared that computer 
facilities were under strain in most schools. Only one of the six participating schools, 
the DEIS urban school, which has designated disadvantaged status and receives 
additional Department of Education funding, had a separate computer room. For 
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Paul, a teacher in the all-boys school, space had been a serious issue. For him, a 
computer room would be ‘nice’ in an ‘ideal world’:  
Obviously in an ideal world it would be nice to have your computer room 
– I'm not saying 30 or 40 computers. If you had maybe 10 to 15 
computers where boys or girls could pair up and do projects and things 
like that, research under the supervision of the teacher, that would be a 
nice way of integrating the use of ICT into your day.  (Paul, 6AB) 
 
All schools sourced external assistance when there were any difficulties with 
technology that they themselves were unable to resolve. Three of the seven teachers 
indicated that they were often called on by other teachers to assist when technology 
was not working. For example, Denis, having the post of responsibility in his school, 
was often called on first in the event of internet difficulties: 
(Laughter) they’ll call on me. We just go down to Mister ICT (laughter) 
say if internet is ever down, I'm not sure who the company is that would 
have to be rang up and they’d go through some troubleshooting, if there 
was problems with printers or ink, myself or another couple of teachers 
might be asked down to see if we can sort it out first). (Denis, RSDEIS)  
 
Seamus (PET), whose school sourced help from an external company, paying ‘a few 
thousand euro a year to come in once a month to fix anything that can’t be fixed 
within five minutes’, felt that schools should have access to support. For Michael 
(VP6MR) maintenance costs were a big concern. He argued that there should be 
‘constant money to provide for getting the few iPads’, while also cognisant that he 
had to ‘keep my eye on all projectors here are ten years old’. Michael reported 
waiting on allocated DES funding to come through, noting he would have the money 
spent by the time it would arrive.  
I think all the sell-by dates on things like laptops are three / four years 
and they just die. Trying to keep them going is a big job, batteries 
running out. Therefore, that causes a lot of hassle when we go in to type 
up our stories and computers are crashing. Now the money that was given 
to us last January because everything was on its last legs here … bulbs 
for the projectors are €400 we had to get a new projector. I’ve had motors 
replaced to try and keep the projector going a bit longer … laptops start 
to go … so literally all the money … and really and truly I wanted to get 




Michael’s wish was that the Department of Education and Skills (DES) should work 
with schools ‘give us more money’ and should work with the publishing companies: 
I just feel that if it’s the way the department want us to go that they really 
need to stop this thing of trying to pull people away from.... I mean the 
publishing companies and those they have the money to put in this stuff. 
The department should be giving them what they want, make up stuff, 
this is the content this is what we want … go back to Irish again, the only 
way you're going to get kids to talk Irish is something very much 
interactive that’s talking back and forwards at them, which is whatever 
this Buain na Cainte seems to be doing. I think the Apps just need to go 
to another level as well. Go to another level.  (Michael, VP6MR) 
 
To support the cost of ICT integration in schools, Michael suggested that he was 
intending to approach two local businesses to sponsor iPads, noting that in the past 
they had to fundraise in the community for ICT due to lack of funding from the 
DES: 
The department wanted all these interactive white board and projectors 
but where was the money?  (Michael, VP6MR) 
 
4.4.1.2 ‘Nobody has the time’ 
Time to invest in pursuing and implementing technology in teaching was cited by all 
teachers as an ongoing concern. Caroline declared that, although teachers were open 
to using technology, lack of time was a serious concern. She described teachers as 
being ‘swamped and overwhelmed with what they have to do and there’s constantly 
new things they have to integrate into the classroom’. Paul agreed that investing time 
in using ICT for learning was important; however, he noted that this always 
happened during the teachers’ ‘own time’: 
It’s at home in the evening time when you're preparing your lessons for 
the week or whatever that you preview all this content, you preview 
YouTube and you ensure that there’s nothing here that can come up that 
can cause a bit of a stir.  (Paul, 6AB) 
 
This reference to taking personal time at home was also taken up by Michael, who 
recalled a time being at home sorting out new laptops: 
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when we got the 16 laptops and 16 laptops all over my kitchen. And I 
uploading all the stuff on to them. Cos there’s nobody else to do it. 
 (Michael, VP6MR)  
 
For Seamus (PET), ‘technology adds another dimension of work’ and ‘in fact it does 
bleed into a teacher’s free time’. He noted that using Google Classroom for the 
submission of homework would result in ‘your phone is going to be buzzing every 
five minutes’. For Seamus however, the investment in time was worth it, indicating 
that he thought it was important to teach children to be creative and collaborative. He 
voiced the opinion that teachers should not ‘get away’ with instructing children to 
‘just go home and do a project’.  
4.4.1.3 ‘Training has been Terrible’  
The provision of ICT training for teachers was noted as a matter of concern by all 
teacher participants. Seamus (PET) suggested that there is a large body of teachers 
who don't know how to use the computer to help children learn. In arguing that this 
is not teachers’ fault, he described the training as ‘terrible’ and added that ‘any good 
training that has been offered has all been optional’. He suggested that while teachers 
may be confident in using technology, they are not ‘competent at using it well for 
learning’ and they tended to view technology as a separate subject rather than 
integrating it into the curriculum: 
Because the training in all colleges is awful. I was one of those people. 
It’s treated as a separate subject, so basically when teacher training goes 
on, you're shown how to use X, Y and Z and make a video blah, blah, 
blah. So it becomes a separate subject and then when they come to school 
to teach technology all of a sudden is supposed to be integrated in 
everything and they’ve never done it. So there’s a lot of work to be done 
there.  (Seamus, PET) 
 
In Eileen’s (ITAG) school, there had been no formal training provided and training 
days advertised by the DES were not pursued because ‘you're never allowed the day 
off school’. Paul’s school used ‘Aladdin’ as a communication tool for notices, class 
lists and training notices. He noted however, that it would be the responsibility of the 
teacher to pursue and explore ICT options, noting that attention would not be drawn 
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to a particular course that may be valuable, but that participation would be ‘more or 
less off your own accord’.  
As has been noted in the research literature, Chapter 2-Theoritical and Conceptual 
Literature, the lack of CPD appropriate to the needs of the teacher appears to be 
problematic. In addition, as was highlighted in the research literature and as the 
findings of this study reveal, much of the responsibility for implementing change in 
education lies with individual teachers rather than a collective or shared 
responsibility.  
 
4.4.1.4 ‘Zero Posts of Responsibility’  
In exploring the difficulties that schools are encountering in their attempts to 
integrate ICT into classroom practice, it was evident that a lack of human resources 
was also a challenge. As was highlighted in Chapter 2-Theoritical and Conceptual 
Literature, global economic downturns have had a serious impact on the Irish 
economy resulting in a moratorium on posts of responsibility in schools in 2009. 
Consequently, Irish schools lost important posts such as the ICT co-ordinator role. 
Indeed, only one teacher in this study, the mixed DEIS city school, indicated that 
they had a designated person in the role of ICT co-ordinator. Caroline – a teacher in 
a rural school – indicated that they no longer had posts of responsibility, which 
resulted in extra work for all teachers: 
Their used to be posts of responsibility in the school. We went from 
having four posts to no posts. So now we have zero posts of 
responsibility, extra work that has to be done but nobody is paid to do 
that work. (Caroline, RSMR) 
 
Michael, a Vice-Principal who was also without a post of responsibility in his 
school, indicated that he carried this role in an unofficial manner, noting that should 
roles of responsibility return to school, ‘ICT wouldn't be the number one post in the 
school. It’d be somewhere after number three or four’. He described his knowledge 
of ICT as the ‘poisoned chalice’ because, as a result of having this post of 
responsibility in the past, he was now the default person to whom teachers in his 
school would turn when they encountered difficulties: 
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See before I was DP that was my special duties post, with all the 
moratoriums on these posts of responsibilities that has come with me still 
so I have the D P stuff and all that stuff as well still. Do I sound like I'm 
giving out! I am giving out, it’s just … it’s actually … it’s the nature of 
IT.  (Michael, VP6MR)  
 
Similarly, Margaret (VP6GS), indicating that a post is needed, spoke of a young 
teacher in her school who had taken on the role out of interest. She stated that it was 
‘ironic’ that those who had such posts ‘are more like … you know the dinosaur age, 
they wouldn't be as IT savvy as teachers that don't have posts’. This suggestion by 
Margaret that posts were not necessarily allocated to the right person for the job was 
echoed by Caroline, who claimed that whilst she had a Masters in ICT, her 
knowledge was being under-utilised: 
I wasn't invited to be involved in the website at all. So I'm not sure even 
management are using people’s skills in the right way. Say my case 
specifically knowing about ICT in education and I constantly keep myself 
updated.  (Caroline, RSMR) 
 
Denis, whose school had a post of responsibility, suggested that this provision offers 
teachers an avenue to suggest and recommend applications that can be then updated 
on multiple iPads by somebody who has the necessary knowledge. He also identified 
‘continuity’ as an important reason as to why an ICT post of responsibility was 
necessary: 
To keep continuity it’s very important. Because I mean if it was just 
anybody doing it with the technology you need to know what you're 
doing with it because you could end up deleting things or we’ll say 
specifically with the Ipads … there’s constantly updates needed and if 
they're not updated some Apps mightn't be available. So it’s important 
that one person in charge of it that … they can see then that … because 
they're set up on a computer that you can track straight away which Apps 
are missing off which computer and they can be updated continuously 
then.  (Denis, RSDEIS) 
 
4.4.1.5 ‘There’s no guidance’ 
As was noted in the research literature, the Digital Strategy for School 2015-2020 
(DES 2015) included a €210 million investment in ICT infrastructure grants for 
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primary and post-primary Schools. CDP for teachers was also a key feature of the 
policy. The policy also imagines parents and schools working together in 
collaboration in school activities and programmes using ICT. In interviews with 
teachers, they were asked if they were familiar with the policy and specifically their 
views on the role of parents in the use of ICT for learning.  
Five out of the seven teachers (Denis RSDEIS; Caroline RSMR; Margaret VP6GS; 
Michael VP6MR; Seamus PET) revealed that they were familiar with the policy. 
One teacher Paul indicated that he was not aware of it and another Eileen (ITAG) 
stated that she was not sure if she had received the policy. Comments from two of 
those five teachers would indicate that they had a very good knowledge of the 
contents of the policy with almost all teachers indicating that the Digital Strategy 
made little impact on ICT integration developments in schools. For instance, 
Seamus, a principal of an Educate Together school indicated that he was aware of 
the policy, as he had ‘read it and analysed it and tore it apart in great detail’. He 
stated that that they had not received any guidance at that point regarding the policy, 
but was critical of the contents of the policy, particularly its lack of detail and its 
broadband projections: 
Yeah. And basically the problem with it, it says nothing. If it’s actually 
chopped into pieces the only solid thing it said was that schools will now 
be allowed to use money from the government funding for software and 
that wasn't allowed from that document. Everything else is just wishy-
washy stuff. One of the problems for example is that 40 % of schools 
would have fast broadband by 2020. 40 % of schools already have fast 
broadband. 40 % is very few schools, less than 1,000. Nothing in it. 
Another thing was all schools will have access to technical support. 
There’s no details of when, who is going to provide it, why … nothing. 
So effectively the actual programme is meaningless because it isn’t 
backed up with anything. And yes, some schools, most schools are 
getting money.  (Seamus, PET) 
 
Seamus also referred to the lack of guidance from the Department of Education on 
how the money should be spent: 
But there’s no guidance on how to spend that money as yet. The plan is 
non-existent. So again schools are just being left again to haphazardly get 
through what they do. It’s very hard to have a national policy when … 
from the very beginning they left schools to do things themselves. And if 
you go to any two schools, you’ll see completely separate … everything 
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is separate. Some will be great, some will be terrible. Some will have an 
actual structure, others – most won't. (Seamus, PET) 
 
When asked if he felt supported from the Department of Education in using 
technology, Seamus indicated that there had been ‘almost no support from the 
Department of Education to schools of relevance’. He went on to criticise the earlier 
plans as ‘dreadful documents’. He felt that there was ‘a bit of tug of war’ between 
the Department of Education and teachers: 
Seems to be a bit of tug of war oh teachers aren’t doing it and the 
Department of Education are trying, they provided all the stuff but they 
… again it’s back to motivation like.  (Seamus, PET) 
 
Similarly, Caroline was very familiar with the policy but was critical of it describing 
it as a lovely policy that was ‘…not implementable. It’s pie in the sky ideal world 
stuff.’ She was critical of it in terms of the lack of technical supports resulting in 
paying for external support to come to the school. This money she argued ‘could be 
spent buying books or on something else’ She described the grants as insufficient. 
She felt that while the policies are ‘wonderful’, ‘there’s no way schools are able to 
implement them on the shoe-string we have for ICT’. In addition, she argued that 
time spent on looking at how the policy would ‘translate into the real world’ would 
be a better use of time, rather that time spent on writing the policy. She indicated that 
their own ICT policy in the school was not up to date, citing ‘a time issue as the 
reason’.  
Their used to be posts and responsibility in the school. We went from 
having four posts to no posts. So now we have zero posts of 
responsibility, extra work that has to be done but nobody is paid to do 
that work. So the ICT policy is there. Because nobody has the time or the 
motivation to tackle it. … I just think a lot of time has been spent writing 
policy documents but not time really has been spent really seeing how 
this is going to translate into the real world.  (Caroline, RSMR) 
 
While teacher CPD featured highly in the Digital Strategy, Michael indicated that no 
CPD (Continuous Professional Development) had been brought in at that stage. 
Similarly, one of the features of the Digital Strategy included a ‘The Digital 
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Learning Framework’ (DLF), aimed at supporting schools in embedding ICT in 
teaching, learning and assessment activities. While Michael was unsure if his school 
had received guidance regarding the implementation of the policy, he noted ‘There’s 
probably a book there that I haven't got around to reading it’ (Michael, 6MR).  
Denis (RSDEIS) who was also aware of the policy, was not aware of an 
implementation plan. Eileen (ITAG) was uncertain if she had been given a copy of 
the policy but also stating’ No, it’s not my priority’ when asked if she had been 
given advice on how to implement it. Margaret (VP6GS) who was familiar with the 
policy indicated that a teacher in the school had been allocated the role of 
implementing the policy.  
 
4.4.1.6 ‘Dragging People Through It’ 
The ability of teachers to integrate ICT into their teaching practices was also 
something that was spoken about by some of the teachers. Seamus noted that some 
teachers would always be what he called the ‘kite flyers’. He also noted, however, 
that sometimes it came down to the nature of the device: 
Similarly in this school we tried out iPads, it didn't fly, we tried out 
chrome books and they’ve really flown. As a result the idea then was to 
harness that and then we can actually have some level of it becoming the 
cultural norm rather than dragging people through it.  (Seamus, PET) 
 
Describing teachers as ‘creatures of habit’, Caroline suggested that teachers may not 
give homework through ICT if they had a Maths book with questions already set out. 
She stated that there was ‘no real integration of ICT daily in the classrooms’ and was 
also critical of teacher’s use of their whiteboards: 
I personally think our school is very much behind in terms of ICT. How 
we use it is not how I would like to use it. Teachers use their interactive 
white boards but they don't necessarily use the interactive features of the 
white boards. So they're almost like big TV screens or an extension of 
their laptop on the white board. I don't think we take advantage of a lot of 
the cloud technologies that are there. So while there’s a lot of technology 




She added the laptops in the school were old, with half of them not in working order 
and mostly used for typing up projects or for printing. This suggestion of static use 
of the whiteboards in schools was also spoken about by Margaret, who stated that 
she ‘never used it as a proper interactive white board’. Having been on several 
training courses, she found it difficult to implement what she had learnt from the 
course once she was back in the setting of the classroom. Losing class time was an 
issue, as was remembering the material: 
 I used to be frustrated. Now some days they were fine but the days it 
could come to drawing … you know the way you get your training and 
they show you so much in it and then you're back on your own and you're 
going which button did they press and it’s not going right and I'm getting 
frustrated because there’s ten minutes gone and we haven't drawn the 
circle on the board or we don't have our protractor to measure the angles. 
So I did find that … (Margaret, VP6GS) 
 
Margaret also spoke of teachers in her school having a ‘love’ of using technology; 
however, she believed that there was ‘room for improvement’ and suggested that the 
investment in STEM products such as ‘Manga High’ might ‘force’ them to become 
involved in coding. The sense that the school was under pressure to use more ICT 
was relayed in her additional comment: 
But that’s why we felt by maybe investing in the STEM products it 
would force us to get into the coding part of it where they build a bit of 
software. I think it’s just when you look down ten or twenty years, the 
way it’s going to change we have to be seen to do something, we can’t 
stay back in the dark ages, much as you’d like to! A few of us are like do 
we have to but I think we’re going to have to push ourselves out of our 
comfort zone.  (Margaret, VP6GS) 
 
This sense of pressure that Margaret is suggesting appeared to be coming from 
different sources; from parents as well as competition with other schools: 
Parents hear something, they latch on to maybe something like a school 
down the road is doing something in STEM or coding or you know … 
and when will be doing it. So there’s the parental pressure, the children 
hear about it too so there’s a lot coming from a lot of different angles. 
Then ourselves too, you hear other colleagues … when we do CPD 




For some teachers, non-use of digital technologies by teachers stemmed from fear 
and lack of confidence around technology. Eileen described some teachers as being 
‘nervy’ of breaking the technology, illustrating how one of the teachers in her school 
felt when whiteboards were introduced brought in while also suggesting that she had 
been supported by her colleagues: 
But even the teacher who is next door to me, she’s here a long time and 
she’s a very experienced teacher and she was dreading when we got the 
white boards and she thought she couldn't use them but she’s got the hang 
of it from everybody else helping out.  (Eileen, ITAG) 
 
Paul described how ‘overwhelming’ ICT could be for some teachers and suggested 
that some might have a fear of breaking a computer if they pressed a certain button 
or a concern of looking inadequate in front of the children. He advised that while 
bringing technology into schools was welcome, an awareness of the ability of 
teachers was important: 
I’d say if people aren’t using it it’s more than like that they're not 
comfortable using it themselves. And they feel like that they can’t use it 
in front of a classroom because they're afraid of anything going wrong 
and if you're standing in front of a group of 30 children if something goes 
wrong and you turn your back for a minute you could lose them. 
  (Paul, 6AB) 
 
This idea that teachers would look foolish in front of classrooms was also mentioned 
by Caroline. Referring to the ‘huge age range’ in the school’s teaching staff and to 
some teachers as ‘digital natives’, she spoke of teachers who struggled to turn on a 
laptop:  
There’s a fear of using it and breaking it and fear of not being able to do 
it and looking silly in front of the class. There’s also a big fear of the kids 
being better at it than you are.  (Caroline, RSMR) 
 
This fear of ‘breaking’ technology was also cited by Caroline’s colleague, Michael 
who had the voluntary role of fixing problems with the school’s laptops: 
And then you have the side too there’s teachers that have that … fear. I 
think there was four laptops on my desk the other morning. 




Michael suggested that non-use was not just due to age but that even young teachers 
‘that have been reared in the training colleges even with IT wouldn't use it’. 
 
4.4.1.7 ‘Giving ICT a bad name’ 
Caroline was also critical of teachers, who she believed were ‘not doing it the right 
way’ which consequently gave ICT use ‘a bad name. Indicating that teachers could 
be ‘creative’, Caroline suggested that ICT could be used more ‘meaningfully’:  
and if we had people who understood or were trained to understand how 
to integrate ICT every day in our classroom – not making a big deal 
going down getting the laptop. It’s there every day, you're transitioning 
from one lesson to the next, pick up your iPad and we’re doing something 
we’re getting up out of our seats and making something.  
 (Caroline, RSMR) 
 
For Caroline, finding time to go on training courses was a difficulty because of the 
demands of the curriculum and current teacher workload. Investment in ‘resource 
gathering’ or any planning or development was on teachers’ time, ‘always outside 
the school. Always.’. She had found that being in a learning support role made it 
easier for her to access CPD during school time, noting that classroom teachers were 
more difficult to replace, thus resulting in teachers often engaging in ‘weekend or 
evening courses’.  
Eileen (ITAG) described the way in which teachers would have to download any 
useful ‘YouTube’ videos at home due to web filtering issues in the school. For 
Seamus, as a school principal, teachers’ technology use was not what he had 
envisioned. While advising that his school endorses the use of ICT for learning, he 
claimed that it was a lack of interest in technology that prevented teachers from 
using it: 
It really does endorse it and it certainly should be the culture of the 
school. But teachers who are interested in technology will use it more 
than teachers who aren’t. I mean every teacher in the school uses 
technology every day but how they use technology may not necessarily 




Seamus felt that as ‘there is no time during the day where a child doesn't have access 
to technology’ the screen will not motivate children to learn; but ‘the teacher’s 
activities are going to have to make it more interesting’. Seamus stated: 
Using an iPad and using a pencil are the same thing to a child … and just 
putting a screen in front of a child it won't necessarily get you more 
motivation as it used to.  (Seamus, PET) 
 
4.4.1.8 ‘A World Behind’ 
One of the common barriers to using technology for learning pertained to the 
technology itself. Specifically, the research literature highlighted applications or 
‘apps’ falling under the umbrella term educational but lacking pedagogically 
informed learning experiences such as the importance of engaging children in 
learning.  
In this study, many participants were critical of the learning applications and the 
word ‘boring’ was used to describe some of the applications that had been used for 
learning. Critical of learning applications, Seamus stated that applications must ‘get 
better and more interesting or interactive’: 
I mean I wouldn't play half the Aps they say are educational Aps because 
they're boring. They're just practice games to write certain things or 
answer maths questions and I mean they are boring. So I mean either they 
have to get better and more interesting or interactive. They are just 
simply the same as when we were in school … your mum holding the 
table’s book and shouting out tables and you answering them. The 
computer game is no different to that if it’s designed badly. It can be 
designed well, if it’s gamefied or glamified or whatever and most maths 
games because they're easy to make as an app, I mean you could make a 
maths app with two days of training. So that’s why most maths games are 
terrible and kids don't play them.  (Seamus, PET) 
 
In a similar way, a parent and a trainee teacher, Sophie (PPAB), spoke about the 
ineffectiveness of educational applications compared to gaming applications and 
programmes such as FIFA and Minecraft. Commenting on the ‘graphics and the 
interaction’, their ability to ‘entertain’ and ‘hook’ children, she described educational 
applications as being ‘a world behind’. During a work placement as part of her 
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primary school training, as the following narrative reveals, she suggests that children 
are too far ahead to keep them engaged and expresses her doubt that the primary 
school system will be adequately resourced to keep up with commercial IT 
companies: 
Sophie: Because the technology is so advanced with what they're looking 
at that they really … you know the interface … I'm not an IT person but 
the interface isn’t modern enough for them.  
Interviewer: So it’s not attractive enough that they don't engage. 
Sophie: They don't engage. And I've found this in the classroom as well. I 
found the children were gone too far ahead. 
Interviewer: Really and can I ask you with what age group children that 
was? 
Sophie: First and second class. Yeah. 
Interviewer: You found that the educational Apps you were using / 
Sophie: Did not entertain them, did not hook them …  
Interviewer: But yet Minecraft as you say and the FIFA did. 
Sophie:  Yeah.  
Interviewer: Very interesting.  
Sophie: I don't know if the primary school system will ever have enough 
resource systems to stay ahead with the technology that is out there 
commercially for a leisure purpose.  
 
Sophie also felt that short educational clips in the classroom were more beneficial to 
children because of their inability to pay attention for long periods: 
… they drift. They drift. It needs to be short. Needs to be something else 
happening. Because they're so used to … with the Minecraft and FIFA 
they're so used to things happening fast that you can’t show them a long 
purely educational clip, you've lost them.  (Sophie, PPAB) 
 
This competition between children’s use of games and learning applications was 
echoed by a number of other parents; 
If they're using them the tablets all they use them for is to play games. 




He doesn't do much … he doesn't be on any technology to learn really 
anything really much from it. Mine don't anyway.  But mine would come 
in, they wouldn't put on a learning thing on the iPads. They’d listen to 
music or play games on it.  (Anne, PPDEIS) 
 
And as I say, I don't think … it’s not really for education more so just to 
watch a cartoon.  (Jack, PPGS) 
 
Sharon for instance had bought a tablet to help with her son’s reading but found that 
unless she was sitting with him, the allure of playing games would prove too 
tempting: 
Well the tablet I bought to actually get my son interested in d'you know 
the learning App’s and there’s reading App’s so actually bought it for 
that. But I see that he can use it then to just play a lot of games … so … 
I'd have to kind of sit over him nearly to make sure he was doing … to sit 
and do it with him otherwise he’ll play a race car game or something. 
 (Sharon, PPMR) 
 
Marie (PPMR) indicated that while she had downloaded applications on her child’s 
tablet and her child had a mathematics application on her phone, her child did not 
use them viewing them as ‘work’ and not as ‘entertainment’. 
 
4.4.1.9 It would definitely have to come from school’ 
As was highlighted in Chapter 2-Theoretical and Conceptual Literature, there is a 
strong emphasis by the Irish government on recognising parents as important 
partners in their children’s education. The Digital Strategy (DES 2015a) is one such 
example. As has previously been mentioned, parents were also asked how they felt 
about the policy since they are named in a policy as having a role in engaging with 
their children’s learning through the use of ICT and collaborating with the school 
regarding the use of ICT.  
Only 2 of the 23 parents who were interviewed for this study were aware of the 
policy. Both of these parents had close connections with their respective school; 
Denise (PPDEIS) had a support role in the school and Sophie (PPAB) was training 
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to be a primary school teacher and had been on school placement where she had 
heard about the policy.  
Analysis of the comments by parents demonstrate a largely positive response (16 
parents) to the policy with only one parent indicating a negative reaction to it. The 
comments from the remaining 6 parents reveal a level of uncertainty as to how 
engagement practices could materialise, and what this would mean for parents. This 
uncertainty stemmed largely from feelings of inadequacy by parents in their abilities 
to support their children’s leaning through ICT as is seen in Elaine’s comment: 
so I'm going how am I supposed to teach my child if I don't even know 
how! Am I supposed to go off and do some computer course so that I can 
teach him how to use it. It’s the same with the homework even that they 
come home with.  (Elaine, PPMR). 
 
Elaine for example, felt that its success would be parent dependant, noting that not 
all parents would necessarily see that they had a role in their children’s learning. 
Calling for more accountability by parents, Elaine felt that having parents written 
into a policy would not make a difference: 
So I think whether they're written into a policy or not, you’ll have certain 
parents that will just genuinely want to take an interest in ICT and in their 
kids’ education via ICT and then you’ll have others that whether they're 
written into a policy or not it’s just they won’t see it as important you 
know. They won’t be held accountable in any way do you know what I 
mean? I don't think there’s any real accountability for a parent other than 
the child’s progress we’ll say and how they get on. But that phrase, it 
would be lovely that parents were more accountable in being partners in 
education. Do you know what I mean?  (Elaine, PPMR) 
 
Interestingly, Joanne felt that that she was already active in her children’s education 
and that perhaps the policy was aimed at those who were not taking a big part in the 
education of their child: 
So I don't think that I need a policy that kind of saying hey you should be 
a bit more active in your child’s education or whatever. So maybe the 
policy was brought in for something like that for … maybe some parents 




As is discussed in section 4.4.3.2, most parents viewed themselves as partners in 
their children’s learning and advocated for the importance of keeping parents 
informed of their child’s progress. However, analysis of the interview data also 
reveals that some parents were doubtful of their role in engaging with schools.   
 
4.4.1.10 ‘Not so much for learning’ 
As was evident in Theme 1- Living ‘Unmercifully with ICT’, comments from 
parents reveal that children are using ICT at home primarily for entertainment 
purposes such as watching movies and playing games. Denise (PPDEIS), for 
instance, spoke about her children following other children on-line and watching ‘a 
lot of kids doing stuff on YouTube’. She indicated that her children are using 
technology for entertainment purposes as they got older, ‘it’s not so much learning. 
It would have been when they were younger’. This idea that technology use by 
children was primarily for entertainment was also noted by Janet, who suggested that 
children are not considering it for learning: 
But I don't think it’s for learning purposes. I think it’s for news and 
entertainment and … I just think there’s too much on the internet in terms 
of entertainment that they're not really looking for the learning part of it. 
 (Janet, PPDEIS) 
 
While as a parent, Isabelle could also see the potential of ICT as a learning tool, for 
her children, technology served its purpose as a social and entertainment tool: 
It’s all entertainment … Not learning. No. They will ask me something 
before they will look it up on YouTube if its’ related to school. But if it’s 
related to social or entertainment they have absolutely no problem but 
they will not go if they have a problem with a subject like last year when 
Tina was doing her junior cert and she was saying she wanted grinds and 
I said well go on YouTube, you've got grinds there without having to pay 
for them. And go and see what’s on there and then … no, she’s never 
want to do that. She’d prefer for me to pay for grinds.8 So it wouldn’t 
even enter her head to look for something related to school on the 
computer.  (Isabelle, PPAG)  
 




Likewise, Elizabeth stated that her daughter who was in third class ‘rarely’ used her 
tablet for learning, favouring instead the entertainment aspect of using it: 
Mainly what she would use is her tablet. And that would be mainly for 
watching movies or playing games…Yeah, she would use it quite a bit. 
I’d say mainly for playing music and watching Netflix. 
 (Elizabeth, PPAG) 
 
She went on to suggest that it was her daughter’s lack of interest in learning and lack 
of time that would be a barrier to using ICT for learning: 
So I'd have to be encouraging her to do it. I think … lack of interest 
would be a barrier. Kind of having enough kind of when the homework is 
done like that’s it … I would think lack of time as well. I mean she comes 
home, does her homework eats then she’s gone. (Elizabeth, PPAG) 
 
Sharon, a parent, shared a similar opinion. She proposed that children are more 
attracted to using games at home, separating their school (learning) and home (fun) 
lives:  
I think they see it funner and that it’s … that they spend so much time in 
school doing like … with numbers and letters and d'you know maybe 
when they go home that there’s fun. It’s kind of what they want. 
  (Sharon, PPMR) 
 
Comments from parents support children’s remarks (section 4.4.1.12), that given the 
choice, children will choose to use ICT for fun and entertainment rather than as a 
tool for school type, curriculum focused learning activities. In addition, parents’ 
comments would suggest there are additional barriers to children’s learning with 
ICT. These include a lack of time to engage with children’s digital learning 
activities, a lack of awareness by parents on what kind of resources would support 
children’s learning through ICT, a reliance on the school and teacher to provide 
support and information, parents’ confidence in their own ICT abilities, and concern 




4.4.1.11 ‘It takes time’ 
One of the barriers common to both parents and teachers, was the lack of time in 
supporting children’s learning through technology. As is evident from the comments 
below from Sophie (PPAB), Elizabeth (PPAG) and Janet (PPDEIS), parents are 
struggling with busy family schedules, leaving little space to fit in using technology 
for learning: 
It takes time. Goes back to the time thing. Takes time. You know, if both 
people are working and you're trying to get a dinner out and all that kind 
of stuff, you don't have time to … sit down and assist the learning. 
 (Sophie, PPAB) 
 
Janet also referred to the time pressure on parents as a barrier to using ICT for 
learning at home: 
On the other hand I think now with homework … like it’s an awful lot for 
parents if you've a fulltime job, you've three children. You're coming 
home from work and you're collecting kids from school. You're trying to 
do the dinner, trying to do the washing and then trying to get the 
homework done.  (Janet, PPDEIS) 
 
Elizabeth also referred to the lack of time, but in this case her child’s time, that 
would be a barrier to using ICT for learning: 
I would think lack of time as well. I mean she comes home, does her 
homework eats then she’s gone doing something else. So there’d be a 
lack of time that would be a barrier as well possibly.  (Elizabeth PPAG) 
 
4.4.1.12 ‘We wouldn't know where to go to find it’ 
While the literature has highlighted the development of DES online resources such 
as ‘Scoilnet’ to support children’s learning through ICT (DES 1999, 2015), for the 
most part, the majority of parents were unaware of any such resources. Sonya 
(PPDEIS) and Mary reported to never have heard of them as did Marie who 
suggested that: 
Like I said, the only thing that the school does is that one week of maths 




A comment from Breda would indicate that not being a teacher and a lack of school 
guidance prevented her from knowing about the most suitable application: 
I'm not a teacher nor my husband we’re only going from what we think is 
best but there’s no guidelines of what Apps they should use at home and 
what Apps are suitable.  (Breda, PPGS) 
 
Likewise, Sharon (PPMR) was unaware of the kinds of programmes, such as ‘Bun 
na Cainte’ that the school was engaging in. Louise (PPGS), whose husband was a 
native Irish speaker, professed to not using any digital technology at home for 
helping with Irish. Maura (PPET) indicated that one wouldn’t necessarily hear about 
the applications through the school. She could see how it could be useful to hear of 
programmes if a child had ‘a weakness’ in areas such as ‘auditory processing’ or 
‘Dyslexia’. There were some instances however where parents indicated that they 
had received advice from the school regarding applications that could help with their 
children’s learning. On such occasions however, this was when the child had 
learning difficulties in school, like in Amy’s situation: 
Miss Ryan gave us the website then that she does the games on with him 
and also an Ap so my mum downloaded them on the table for him. So he 
has those.  (Amy, PPRM) 
 
For Breda (PPGS), more information coming from the school was desirable as her 
daughter did not know what to use, instead asking her mother to look up the ‘top ten’ 
applications for learning: 
so if there was some educational Apps that she could be doing at home 
instead of games that would help her. But more information from the 
school. Like we wouldn't know where to go to find it. If the school … 
you don't want to be asking the school like what should we be doing you 
wouldn't really ask.  (Breda, PPMR) 
 
Breda’s statement ‘you wouldn’t really ask’ suggests that there is an expectation that 
the school would provide this information, it would not be something that she would 
necessarily instigate. Indeed, comments from some parents would indicate that they 




4.4.1.13 ‘it’s their job to teach them’ 
Sharon (PPMR) also felt it could be useful for the school to organise a class in 
school for children regarding applications, particularly for children where there was 
no access to technology at home. She felt that children coming from such families 
would be at a disadvantage when they started secondary school, compared to 
children ‘who would have grown up and had all this stuff at home’.  
No, no. Like I said, the only thing that the school does is that one week of 
maths kind of thing and maybe an odd project or whatever else. 
  (Sharon, PPMR) 
Some parents stated that they would like to see schools play a more proactive role in 
assisting parents with advice on how technology might assist in their children’s 
learning. Amy felt that it was the role of a teacher to teach children about 
technology: 
Like … it’s their job to teach them that’s the way I look at it, they’ve 
gone to college they know exactly what they're doing, it’s their job to 
teach them and then for parents at home its more help is what we should 
be giving them it’s not teaching them. Because I wouldn't have a clue! 
 (Amy, PPMR) 
 
Similarly, Jack (PPGS) felt that the school would have to give guidance on the 
resources available to help with learning. While some parents had availed of school 
initiated safety talks on ‘cyber-bullying and internet safety’ (Robyn, PPET; Jack, 
PPGS; Anne, PPDEIS; Elaine, PPMR), analysis of the data revealed that very few 
parents had received information from the schools regarding learning applications 
that might be useful for children. 
 
In the earlier section, ‘The possibility of Learning’ an analysis of the data revealed 
that schools were making attempts to integrate ICT use into the curriculum. Indeed, 
some parents suggested that unless the schools were encouraging children to use ICT 
for school related learning, then it would not happen. For example, Tim (PPMR) 
referred to the mathematics programme ‘Manga High’ as being driven by the school, 
noting ‘Then she tends to follow whatever they're doing’. Similarly, Cora indicated 
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that her children were more likely to use technology for learning when the impetus 
came from the school: 
Well like I mean if they're told to go home and do this on the computer, 
they’d be doing it on the computer if that’s what they told to do. If they 
came home with something and they were told …I'm sure if they came 
home with something and we can either I don't know … do this or we can 
find out about it online, yeah I’d be pro-helping them do something like 
that if it’s encouraged by the school, yeah.  (Cora, PPMR) 
 
This sentiment was strongly echoed by Isabelle who suggested that learning through 
technology would have to be school driven: 
I think the teacher would literally have to say now when you go home 
you need to go to this website or that website or you need to look this or 
that up. It would have to be part of homework for her to do it.  And the 
teacher would have to say it as well. Because they're very into what the 
teacher says and …that’s not how we do it, that’s not how we do it in 
schools it would definitely have to come from school.  
 (Isabelle, PPAG) 
 
4.4.1.14 Screen-Time  
As was demonstrated in the Theme 3 (section 4.3), many parents were concerned 
about the amount of time children were spending on their screens. According to 
Cora, screen time is ‘in everybody’s heads’.  
screen time … you're always conscious the whole evening won’t be spent 
in front of a screen and if you're going to go on Manga High and look at 
the computer for an hour then you're not going to go on Mine Craft for an 
hour and your tablet as well. So then they chose the one they prefer 
which is obviously the one they think is the most fun … so maybe 
mathematics game aren’t going to be very high on the agenda! 
 (Cora, PPMR) 
 
This comment by Cora suggests that children already spend enough time on 
technology without facilitating additional time for use, and that given the option, a 
child will choose the most enjoyable option.  Interestingly however, Cora saw 
technology as a means through which her child’s reading would benefit and invested 
in a Kindle not only so she could get ‘access to my own laptop back’, but also 
because she felt reading through a Kindle would help her daughter ‘settle in to 
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reading’. Maura however did not take the same position. Describing herself as ‘not a 
big fan of screen, she went on to state:  
a lot of time you can learn without the screen and I would hate to think it 
was being used, sounds awful – instead of helping them learn. So it’s fine 
to look up a recipe but I would hate to think it was being used oh you 
wouldn't know about that go and look it up online, it’s ok as a small help. 
 (Maura, PPET) 
 
This would suggest that Maura sees technology as making an unimportant 
contribution to formal school learning but could be useful for other learning 
experiences such as cooking.  
As is evident in this section, there are several obstacles as highlighted by parents can 
be deemed as preventing the successful integration and use of ICT in schools for 
learning. As was highlighted in Theme 1- Living unmercifully with ICT ‘, children 
were using ICT primarily for the purpose of entertainment (playing games and 
watching videos) and communication with friends and family. From the perspective 
of children, the barriers to ICT use for learning relate to the levels of enjoyment that 
ICT has for entertainment as compared to using it as a learning tool. The following 
sections now turn to the views of children on why ICT is being used for 
predominantly as a tool for fun and entertainment and less so for school learning.  
 
4.4.1.15 ‘Not much joy’ 
Children offered several reasons why they would favour using technology for 
games rather than using it for school learning. For example, one child suggested that 
technology would be something that they turn to if it was raining outside; another 
child suggested that children would delete their learning applications in order to 
provide more space on their phones for gaming applications: 
like they run out of space on their …like whatever console or storage on 
their phone and then they start deleting things they did have for learning 




The response from one child in the Gaelscoil focus group suggests that children do 
not the relevance of learning:   
Interviewer: Why do you think is it that children of your age they prefer 
to use the technology for games and for communicating with each other 
but not really for learning … ? What is it? 
Participant: Children don't really know what’s the point in learning. 
Interviewer: So they’d prefer the games. 
Participant: Yeah. (CPGS) 
 
A comment from another child participant would suggest that children want to 
compartmentalise their lives, separating learning from fun ‘stuff’. Indeed, there were 
other suggestions that digital game playing was associated with fun and enjoyment. 
One child spoke about the ‘joy’ that children feel when they are using games. This 
sense of joy that can be felt when playing games, however, did not appear to be 
evident when using applications for learning: 
I think it’s because some learning Apps … are not much joy really and 
I’d say one of the main problems is because some learning Apps are just 
really boring. But I think if they made a game into like a learning App, 
like just say …my nanny used have this game on her phone for my sister 
and it was a learning game, like match the pictures. (CPMR) 
 
4.4.2 Section Summary 
The findings in this section point to a clear lack of guidance and support from the 
DES for schools and teachers in their ICT integration efforts. In addition, the Digital 
Strategy (DES 2015a) appears to have made little impact on schools’ ICT integration 
practices and the challenges as highlighted in the research literature continue to 
persist. The negative perceptions of technology use together with the previous 
comments by parents on the health and wellbeing of the child can be deemed as a 
significant obstacle to the consideration of ICT as a tool for learning.  
In addition to these obstacles, an analysis of the data revealed demonstrated weak 
mesosystem connections concerning parental engagement with schools regarding the 
use of ICT for learning. It is clear from the interview findings that there are several 
challenges to the use of ICT as a tool for learning. In contrast, however, the findings 
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reveal that there are opportunities that may facilitate children’s use of digital 
technologies for school learning activities. 
 
4.4.3 Opportunities  
Despite, the lack of financial, structural and human resources hampering ICT 
integration, and the lack of information for parents to support their children, overall, 
the findings reveal considerable goodwill towards ICT on the part of teachers and 
parents. For instance, it was clear that many teachers were welcoming of technology 
use in the classroom. In addition, findings also reveal that schools support of ICT is 
an important factor in facilitating teacher use of ICT. Finally, the mesosystem 
relationship between home and schools concerning the integration of ICT, although 
limited, can also be an important contributor to removing some of the first-order 
barriers that were so apparent in the previous section.  
 
4.4.3.1 ‘Willing to give it a go’ 
As highlighted in the research literature, teachers’ beliefs and their willingness to 
engage with digital technologies is an important consideration regarding the 
successful integration of ICT in children’s digital learning activities. As has been 
seen in Theme 2-The Possibility of Learning, it was evident that many teachers 
believed that technology could support curriculum-centred learning and provided 
many examples of where they were willing to try out different technologies in their 
classroom practices.  Denis (RSDEIS), for instance, spoke about his role in the 
school as ICT co-ordinator and helping staff with difficulties that they may 
encounter. Denis felt that ‘people are more willing to give it a try. That’s what I've 
found in here. People are willing it to give it a go and see what works’. He noted that 
in the situation where teachers are unsure in his school, they will ask for help: 
That’s what I've found in here. People are willing it to give it a go and see 
what works and you’ll have people look if they're not stuck, they’ll 
always ask someone how to do this, can you help me with this … and so 
once you've a supportive staff there as well. That can aid and people will 




Indeed, the findings show that many of the teacher participants were very motivated 
to use ICT in the classroom and there were several instances in the interviews where 
they appeared really excited to be using technology. Michael for example spoke 
about looking at an American website that recommended ‘free technology for 
teachers and you're always looking for something free’. He also spoke about 
searching through the Department of Education’s online resource for teachers 
‘Scoilnet’, looking for ideas. In this example below, he had downloaded skeleton 
templates to teach the children about bone structure: 
And again that’s my way of using technology in a roundabout way of yes 
I’ve acquired that stuff there, it’s free, it’s excellent and through the 
making of it you're hoping that not just the good ones will engage and 
suddenly they will know the tibia and the fibula and the whole lot. So I’d 
use Facebook to get stuff … so I'm constantly searching at night time. 
 (Michael, VP6MR) 
 
Michael (VP6MR) indicated that he had never attended any training in ICT, that he 
was ‘self-taught. Cos I had an interest.’ In relation to teacher CPD, he said it would 
be related to the use of ICT in education and not training on infrastructural issues 
which he had to figure out for himself and help others in the process.  
 
4.4.3.2 ‘Parents should be involved’ 
In order to explore mesosystem connections between home and schools regarding 
the integration of ICT in children’s learning, parents and teachers were asked for 
their views on the policy concerning parental engagement with schools regarding the 
integration of ICT in learning. Out of the twenty-three parents who participated in 
the study, sixteen parents expressed a positive response to the idea that parents 
should be considered as important partners in their children’s learning through ICT. 
Indeed, only one parent responded negatively, indicating she ‘wouldn't agree with 
it’. This view seemed to stem from a concern that it would involve more work for 
parents at home:  
No. I don't really agree with it either. If it happens in the school, if it’s 
going to be during school time yeah but if they're bringing it in for 




Most parents welcomed the idea of parents being involved. As technology was such 
a big part of children’s lives, Robyn (PPDEIS) stated that ‘now maybe the parents 
should be involved in it instead of being completely against it’. A similar view was 
taken by Sophie:  
I think it’s great development that we are included in that sense in it 
because it’s just more than school like in terms of the internet so … it’s 
more than school life, the I T is in every part of their lives now so … I 
think it’s very positive …  (Sophie PPAB) 
 
The positive responses from parents stemmed from the belief that firstly, it was 
important for parents to be aware of what was happening in school (Elena, PPAB; 
Janet, PPDEIS; Kate, PPAG; Louise, PPGS; Miriam, PPAG) in school and secondly 
that they had responsibility in supporting their children’s learning. (Denise, PPDEIS; 
Elaine, PPMR; Kate, PPAG; Louise, PPGS; William, PPAG). Janet’s comment 
below is reflective of the sentiment of supporting schools in their ICT integration 
endeavours: 
I think if you know more of what’s going on then you're able to help 
them as well. But if you're in the background, like the school can’t do it 
all on their own do you know what I mean? You have to involve parents 
as well and explain to them this is the technology we’re using and if you 
have it at home it might be handy to look up this where he’s struggling. 
 (Janet, PPDEIS) 
 
This sentiment was echoed by Maura who stated that the parents have a role in 
working with schools regarding the use of technology for learning, which should be 
‘supported’ and ‘not pushed’: 
They have a role in everything. I think it’s a partnership … I think that … 
education is not just in school. And I think in this day and age technology 
is part of everyday life. So yes … they have a role and the role is … is the 
same as any other area of your life. Needs to be supported. It shouldn’t be 
pushed.  (Maura, PPET) 
 
Likewise, Breda welcomed the idea of parents and schools working together: 
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Am … oh definitely. Yeah. Cos we’re nearer the school than we are 
maybe outside of it. It could be helped … what should I be doing at home 
or what would I like more in the school for her. So maybe there should be 
more interaction that way. (Breda, PPGS) 
 
Deirdre, a parent who worked in the school referred to the open, welcoming 
relationship between the school and parents: 
Absolutely a very good relationship. Even though I work here and I know 
some of the staff a lot better. But even if I wasn't working here or even 
when I wasn't working here for a few years I even still found that in 
relation … you can come to any of them …  (Deirdre, PPDEIS) 
 
She went on to suggest that advice from the school regarding learning applications 
would be beneficial but that parents should then take the responsibility of helping 
their children learn through technology: 
and I think it would be nice if an IT think system came in that if there 
was a morning where a couple of Apps are shown to parents and then 
they use it and then … as I said it’s up to the parents then when they go 
home to enhance that learning as well. So there is a role there for parents 
definitely. (Denise, PPDEIS) 
 
Elaine stated that her school was very good at communicating with parents and had 
sent out information on ‘cyber bullying and websites to be aware of and they gave us 
a list of some of the Apps that are dodgy at the minute because they can lead kids 
into cyber bullying type activities’. She felt that this had been really helpful and that 
information from the school regarding applications that could help ‘especially 
around the area of maths’ could be useful as ‘a way to constantly dip in and out of 
it’. She also went on to say that this would then provide an incentive for children so 
that ‘it’s not driven by home always that it might be driven by school a bit’. Sharon 
(PPMR) felt that a class time in school should be allocated to help children learn 
how to use ICT. For Sharon, her concern was that some children might be at a 




Teachers also demonstrated their openness to viewing parents as partners in their 
children’s education. For Denis, ‘any way’ that parents were involved in the school 
‘is always beneficial, offering advice on the benefits of training for parents: 
that you can go through it preferably with the kids that they know what’s 
going on, how it works at home, what they’ve access to and the benefits 
that can be gained from using that.  (Denis, RSDEIS) 
 
He noted that that he had not seen the Digital Strategy policy, but was open to 
involving parents in the process, offering suggestions as to how the school might be 
of assistance in this process: 
Any way you can get the parents involved in the school is always 
beneficial. Aside from the ICT here we try to encourage the parent’s 
involvement. Especially the context we’re in at the moment. If the 
parents were involved the children see the parents involved … there’s 
that … I won’t say spur but they're more likely to keep up the interest that 
they see their parents have an interest in what they're doing at well. And 
it’s the same in relation to ICT I suppose. If the parents are open to 
coming in, even if they came in see it in action they may have fears as 
well. Just like teachers who haven't used ICT are not aware of anything. 
So obviously you’d need some sort of training and help for the parents as 
well who wouldn't be … who wouldn't have used ICT we’ll say before 
either. So it could be a case of bring parents in for an evening … even 
with their children that we’ll say if we’re doing Khan Academy that 
you’d actually bring them in one of the days during the school day if 
possible or a meeting at night that you can go through it preferably with 
the kids that they know what’s going on, how it works at home, what 
they’ve access to and the benefits that can be gained from using that. 
 (Denis, RSDEIS) 
 
It is apparent from comments from both parents and teachers regarding the ‘Digital 
Strategy for Schools 2015-20’ that working together as partners in education was 
welcomed. Elaine (PPMR) however, remarked that not all parents see themselves as 
partners. As a parent and a learning resource teacher, she felt that ‘parents are 
partners in education from day one but that a whole load of parents who don't see 
themselves as partners in education and see education just totally left up to the 
school in every sense of the word’. She noted that some parents will not see ICT as 
part of their children’s education as important noting: 
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They won’t be held accountable in any way do you know what I mean?  
I don't think there’s any real accountability for a parent other than the 
child’s progress we’ll say and how they get on.  (Elaine, PPMR) 
 
She indicated that direction from the school would be welcome and that she would 
‘love to think that I’d be able to partner up with the school and work better with 
them.  
 
4.4.3.3 ‘Cake Sales’ 
There was also some evidence in the data that teachers and parents were working 
together to fund ICT integration in schools. Seamus (PET) for example referred to 
the work of Robbie O’Leary, who had said that ‘every interactive white board was 
funded by cake sales and not by department funding’. According to Seamus ‘That 
was true. It still is today’.  
Caroline (RSMR) and Michael (VP6MR) spoke about the fundraising drive in their 
school which allowed them to raise €50,000 in order to fund the use of interactive 
white boards and laptops for the teachers in the classroom. Denis (RSDEIS) spoke 
about funding for technology coming from a ‘combination of fundraising, grants, 
and some private bodies would have donated as well some money’. Margaret also 
spoke about linking with the parents’ council who assisted with the fundraising. 
Parents like Sophie also referred to the fundraising activities by parents to raise 
money for whiteboards: 
We fundraised an awful lot for those. They have the state of the art and 
they’ve visualizers as well, got great ICT resources that way. 
 (Sophie, PPAB) 
 
This finding would suggest that many parents play an important role in supporting 
schools’ financial efforts to integrate ICT in schools and reflects the research 
literature that has indicated that parental involvement in Ireland seldom goes past 




4.4.4 Summary of Theme 4 
Analysis of the data would suggest that there are a number of reasons why ICT is not 
being used for formal school learning, especially as envisaged by the Department of 
Education and Skills (DES). For teachers, funding and infrastructural issues and lack 
of appropriate CPD opportunities remain an issue and there appears to be a clear 
disconnect between what the DES imagines and what is possible on the ground in 
schools. In addition, the data revealed that while there are some teachers appeared 
motivated to explore and work at technology integration, in some cases, lack of 
teacher enthusiasm and teacher knowledge may also act as impediments in the 
integration of ICT in schools.  
For parents, time constraints and lack of information regarding the types of 
technology that would benefit the child was a challenge to using ICT for school 
learning. Many parents seemed also saw the teacher as more knowledgeable in this 
regard. However, there were no examples where schools are providing training to 
parents regarding ICT that may be useful for their children’s learning. In addition, it 
was evident that very few parents had received information from the schools 
regarding learning applications that might be useful for children, other than where 
children were using mathematics programmes such as ‘Manga High’ or ‘Mathletics’ 
or in some cases where the child experienced a learning difficulty. While parents 
seemed to have a good knowledge of the types of technology available in schools 
such as use of the whiteboard, parents did not demonstrate a knowledge of the ways 
in which technology in school was being used for learning. In addition, the fears and 
concerns as alluded to in the previous chapter remain an issue for parents, as was 
evident in their statements regarding screen time.  
For children, the allure of digital devices for entertainment and enjoyment remains 
stronger, stronger that the possibility than the potential that technology has for 
learning.  
Asking parents and teachers about their views on the Digital Strategy highlighted 
both obstacles and opportunities for ICT integration in learning. Firstly, the majority 
of parents were not aware of the policy and many were unsure of their role in 
supporting schools. Most teachers were aware of the policy and those who revealed 
an in-depth knowledge of the policy were highly critical of it. While it was evident 
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that although schools welcomed parents as partners in education in the use and 
integration of ICT for learning and while the majority of parents welcomed a 
partnership arrangement, an analysis of the data reveals that the relationship between 
schools and parents concerning ICT use for learning remains largely independent 
and detached.  
However, there was also some evidence that a number of factors may contribute to 
children’s use of digital technology for learning such as teacher motivation to use 
ICT as well as school acting as the stimulus for children to use digital technology for 
learning. Furthermore, the findings show strong support for schools from parents and 
the existence of much goodwill on both sides to develop good working relationships 
between parents and schools.  
The next chapter presents an interpretation of these findings with respect to 
answering the research questions of the study. A discussion of the findings will be 
located within a larger existing body of literature and Ecological Systems Theory 





CHAPTER 5: DISCUSSION 
5.1 INTRODUCTION 
The purpose of this study was to explore the use of ICT for learning from the 
perspectives of children, parents and teachers. In the previous chapter, the findings 
of the study were presented according to four prominent themes located in the data 
namely; Living unmercifully with ICT’; ‘The Possibility of Learning’; The Only 
Exercise They’re getting is their Thumbs’ and ‘The Poisoned Chalice’. Framed 
within the theoretical framework of the study, Ecological Systems Theory 
(Bronfenbrenner 1979, 1986) and the relevant extant literature, this chapter now 
presents a discussion of those research findings. The research questions are used to 
structure the discussion chapter and how these relate to the themes uncovered in the 
data.  
RQ1: How do 
children, parents and 
teachers perceive the 
use of ICT for 
learning in Irish 
primary education? 
RQ2: To what extent is ICT used in the 
home and in the school by children for 
the purposes of learning? 
RQ3: What are the barriers and the 
facilitators of ICT as a tool for learning at 
home and at school? 
 
5.2 RESEARCH QUESTION (RQ) 1: How do children, parents and teachers 
perceive the use of ICT as a tool for learning in Irish primary education?  
Bronfenbrenner (1979, p. 22) proposes that it is not only physical objects and events 
that influence human behaviour but advises that ‘One needs to discover empirically 
how situations are perceived by the people who participate in them’. The first 
research question sought to elicit the views of the three participant groups, children, 
parents and teachers on the use of ICT for learning. While there is some overlap 
between themes, this research question was primarily answered through Theme 1, 
Living Unmercifully with ICT and Theme 2, ‘The Possibility of Learning’. The 
analysis of the findings revealed that technology use in general by children is a 
highly emotive topic. Indeed, collectively, the findings reveal a complex mix of 
feelings such enjoyment, fascination, ambivalence, dubiousness and scepticism 
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regarding the use of ICT for learning. For clarity, the views of each participant group 
are now discussed separately.  
5.2.1 Children’s Perspectives on the use of ICT for learning 
It was evident that technology occupied an immense presence in the lives of the 
children that participated in this study. An analysis of the data revealed that children 
had a bond with their digital devices, which offered a particular kind of useful 
companionship. As one child (CPET) reported ‘Google is the best friend’. Where 
children offered their opinions on their views about ICT for learning they were 
largely framed in positive terms. Nonetheless, this study highlighted the somewhat 
ambivalent relationship that children have with digital technologies when being 
considered as a tool for learning and in particular school-focused learning activities.  
 
5.2.1.1 Supporting children’s learning  
When we consider some of the positive comments from children, it is evident that 
many saw technologies as a tool that supported their school learning activities. 
Consider for example the child (CPET) who felt it was easier to type than to write or 
the child who suggested that it was easier to use an-online dictionary than’ looking 
through a big book of words’(CPMR) or the child (CPET) who felt that it eliminated 
‘bad handwriting’. It was also evident from children’s comments that having fun 
while learning and supporting learning while also being entertained, i.e., 
‘edutainment’ was an important element of learning through digital technologies, 
with many proposing that the use of digital games for school learning activities such 
as learning multiplication tables could provide children with an incentive to learn. As 
one child (CPDEIS) indicated: 
We like games. So like if the schools would like … if they want us to 
learn our tables they should give us the name of the games and tell us 
download that and work away on it. (CPDEIS) 
 
For some children, technology was deemed as helpful with their understanding 
and as such provided a form of virtual mentoring tool for children which they could 
turn to if they were challenged by a particular subject, such as Irish or mathematics. 
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Some of the children in this study reported struggling with subjects such as 
mathematics, Irish or English which may indicate that they experienced dyslexia or 
dyscalculia and were therefore benefiting from the use of digital technologies to 
support their learning at home and at school. The use of mainstream mobile devices 
has become more common in supporting children who experience learning 
difficulties (Wynne et al. 2016) with many specialized AT (Assistive Technology) 
options such as text-to-speech, voice activation, dictation now available in 
mainstream products such as smartphones and tablets. Consequently, ‘students with 
disabilities are increasingly able to interact with classroom technologies and teachers 
are increasingly able to customize content for varying students’ needs or preferences. 
(O’Connell et al. 2010, p. 4). In many ways, the findings reveal that the trigger that 
motivates some children to use technology for formal school learning is borne out of 
necessity and not necessarily out of interest or motivation. However, when it comes 
to informal learning as is discussed in section 5.3.1.2, engagement appears to stem 
from personal interest.  
 
5.2.1.2 Too much of a good thing 
For the most part, children liked using digital technologies for learning and there 
were no real indications that they were averse to its use as a tool for school learning 
tool. Nonetheless, given the choice, it appears that many children were indifferent 
about using digital technologies for learning. This indifference appears to stem from 
the fact that children are surrounded by technology and compared to parents, it 
presents no ‘wow factor’ (Geraldine, PPAG). Children’s access to digital devices has 
been highlighted in a number of Irish (NCCA, 2019) and international studies 
(Chaudron et al. 2018, Lauricella et al. 2013) with many reports indicating that 
children are using technology at a very young age (Chaudron et al. 2018; Murray et 
al. 2017; O’Neill and Dinh 2014). Consequently, exposure and access to devices 
literally from birth which have largely been bought for the purposes of entertainment 
by ‘Santa’ or by parents, have possibility prevented children from considering ICT 




5.2.1.3 ICT-relevance for learning? 
Analysis of the data showed that some children could not see the relevance of ICT as 
a tool for learning on two accounts. Firstly, its relevance lay in its capacity to 
provide a mechanism through which children could be entertained by watching 
YouTube videos or communicating with friends or family through popular social 
media applications such as Snapchat. This would suggest that some children do not 
see the potential of learning or education in these applications, but instead are more 
focused on their value, purely as entertainment tools.  Similar findings are evident in 
interviews with children which took place as part of the Department of Education 
and Skills (DES) consultative process with primary school children for the 
development of coding in the primary school (NCCA 2019). During this process, in 
which 32 Irish primary school children participated, it was found that technology had 
little relevance for their learning in school and was more relevant for their social 
lives (NCCA 2019).  
Secondly, many children did not see ICT as relevant for their school learning at that 
point in their lives, suggesting it would have more relevance for them in the future. 
For instance, some children indicated an awareness that it could be something that 
they would use more of when they transitioned to secondary school. Overall, the 
findings from the children’s interviews indicate that while parents may have shaped 
the environment of the child through purchasing digital devices for their children, 
children were revealed as ‘agentic capabilities (Bandura 2000, p.75), in their 
‘intentional action’ (Hayes et al. 2017, p. 81) to shape the environments ‘so that it is 
more compatible with his abilities needs and desires’ (Bronfenbrenner 1979,  
p. 10). This finding also supports Bronfenbrenner’s proposition that the child is an 
active agent in their own development: 
First, the developing person is viewed not merely as a tabula rasa on 
which the environment makes its impact, but as a growing, dynamic 
entity that progressively moves into and restructures the milieu in which 
it resides.  




5.2.1.4 ICT for games; Books for Learning 
The use of traditional learning methods such as learning through books was favoured 
by some children again reinforcing the idea that digital technologies and games are 
viewed by some children as having less a significant educational and learning value. 
With comments such as ‘books are more educational than technology’ (CPAB) and 
‘books are more interesting’ (CPAG), it is evident that many children perceived 
books as having a higher educational value than, for example, reading through a 
digital device. As one child stated ‘I’d rather learn through books but I’d rather play 
on my games’ (CPAG). While a myriad of reasons such as a preferred learning style 
or the impact of micro-system factors such as family context and/or school 
influences may be significant, some insight as to why books are preferred over 
technology for some children for reading was revealed in a comment by one child 
participant (CPAG). This child suggested that the size of a phone may not be 
conducive to reading as ‘you’re able to read all of them but on a phone … but you 
have to just keep going through it but you can’t see all of it, all of the sentences and 
the words’. 
Another child also found books ‘better than technology’ because ‘they don't have 
that flash in your face and it’s not closing every time when you want to read it’. 
Indeed, a comment from Michael (9VP6MR), one of the teachers whose son was 
using an iPad in his secondary school, would support the view that reading from a 
tablet may be problematic. The limitations of learning through small technological 
devices had been highlighted by Shudong and Higgins (2005), who consider the 
technical limitations such as screen resolution and screen size may not be conducive 
to learning. With the proliferation of small handheld devices in homes such as 
phones and tablets it is easy to see, therefore, why some children prefer books over 
digital devices. 
 
5.2.2 Parental Perspectives on the use of ICT for Learning 
It is widely recognised that parents play an important role in the education and 
development of the child (Daly 2009; DES 2011; Epstein 2001, Harris and Goodall 
2008; Harris and Murtagh 1999). In addition parental perceptions of digital media 
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are recognised to be of central importance to children’s experiences of the use of 
digital technologies (Dias et al. 2016; Hsin et al. 2014) and can ‘influence the 
environments they create for young children and potentially influence children’s 
exposure to and interactions with digital tools (Teichert 2017, pp. 62-63). In this 
study, comments from parents revealed a level of uncertainty regarding ICT for 
school learning. This may stem from the fact that during the interviews with parents, 
some indicated that they had not previously considered ICT as a tool for learning and 
the interview had provided a means of working through their views. Interviews with 
parents also revealed a high level of ambivalence regarding their perspectives on the 
use of ICT for learning. On the one hand, parents viewed ICT as being beneficial to 
their children and saw a knowledge of digital skills as being important for their 
future. On the other hand, comments from parents reflect a more cautionary 
approach founded on a confidence in traditional teaching and learning methods and 
a concern for the health and wellbeing of the child. (Section 5.4). Such tensions as 
felt by parents are highlighted elsewhere in the research literature (Dias et al. 2016; 
Hollingworth et al. 2011; NCCA 2019) and are now discussed in the following 
sections. 
 
5.2.2.1 ICT – Beneficial for Children’s Learning 
Many parents felt that technology brought benefits to their children’s school 
learning. Parents like Denise (PPDEIS), for example, who had a learning support 
role in her children’s school, perceived the use of ‘Bun na Cainte’, the interactive 
Irish programme as being beneficial for visual learners. Maura (PPET) felt that the 
way her children were using Google as a research tool in primary school would help 
them as they became independent learners. Cora (PPMR) had bought her daughter a 
Kindle in the hope that her child might engage in more reading. Similar to reports 
from the child participants, some parents (Deirdre, PPDEIS; Maura, PPET; Sharon, 
PPMR) reported on the benefits that ICT brought to students who experienced 
learning difficulties. Thus, this study lends its support to previous research findings 
which indicate that technology can remove many obstacles that children with special 




5.2.2.2 Learning with ICT – A look to the future 
Previous research has highlighted that many parents consider IT skills important for 
their futures (Downes 2007; Hatzigianni and Margetts 2014; NCCA 2019; Valentine 
et al. 2005; Zaman et al. 2016). In Ireland, the publication of a recent report on 
coding in primary schools (NCCA 2019) has revealed that surveyed parents felt it 
was important for young children to be acquainted with technology in order to be 
prepared for the future. In the present study, many parents like Robyn (PPMR) and 
Elena (PPAB) believed that use of digital technologies for school learning would be 
more relevant for their children in the future, firstly when they transition to 
secondary school and secondly when they move into the workforce. By way of 
preparation, Janet (PPDEIS) believed that children in primary school should be using 
tablets like they are in secondary schools. The use of iPads instead of books has been 
growing in second- level school in Ireland, and it evident during the interviews that 
many children and parents were aware of this. However, as recent research (Dunne 
et al. 2020) has demonstrated, such moves are not always welcomed by parents. 
In 2019, a well-publicised disagreement arose between the Board of Management 
and parents from a secondary school, Ratoath College in County Meath, Ireland. The 
disagreement centred on the replacement of textbooks with iPads, where many 
parents objected on the grounds that their children were not learning as well through 
digital technologies as they did from books. Some teachers also indicated that the 
devices were difficult to manage in class. Recommendations by an independent 
review committee (Dunne et al. 2020) include the proposal that future incoming first 
year students in the school should not have to purchase an iPad, but instead would 
access a full set of textbooks through the school-book rental scheme. The finding of 
my study would support the findings that parents are challenging what they perceive 
as overuse of ICT by their children, even when it is for the purposes of formal school 
learning. Thus, this finding from interviews with parents also gives Ferneding’s 
(2003) assertion that ‘Our culture demonstrates an uncritical approach to technology 




5.2.2.3 Learning with ICT – A look to the past 
A key finding in this study was that many parents were eager to hold on to 
traditional methods of teaching and learning that mirror the ways in which they 
themselves were taught. Jack (PPGS), who identified as holding both positive and 
negative feelings about technology for school learning, felt that learning with digital 
technologies had ‘to be in conjunction with the old-fashioned learning as well’ 
Parents like Cora (PPMR), Sophie (PPAB), Amy (PPMR) and William (PPAG) 
indicated a preference for learning through books rather than using technology for 
learning, with many concerned that technology would have a negative impact on the 
children’s learning. Similar concerns have been raised by parents in other studies. 
For example, a longitudinal study conducted by Cranmer (2006) in the UK with 17 
families comprising 33 parents and 44 children, found that some parents ‘expressed 
concerns that their children were not learning as deeply through the Internet as via 
other more traditional means’ (Cranmer 2006, p. 312). 
Many parents exhibited signs of nostalgia and provided comparisons to their own 
childhood experiences of playing outdoors and using books and encyclopaedias for 
learning. This finding would suggest that parental views of ICT for learning are 
shaped by their own cultural experiences and traditions of learning which reflect the 
extent to which macro-level beliefs impact on micro-level activities (Bronfenbrenner 
1979). It must be recognised that parents have not grown up with digital 
technologies in the way their children have and that their experiences with 
technology will be shaped differently from those of their children (Prensky 2001). 
Their experiences of academic, curriculum focused learning have been formed in a 
world that is vastly different from the world in which their children have grown up 
and perhaps therefore it is unsurprising that their values and beliefs will differ.  
 
5.2.2.4 Learning with ICT – a cautionary tale 
Previous studies have highlighted parental concerns about the negative impact of 
ICT on children’s learning (Hollingsworth et al. 2011). In this study, reactions from 
parents reflect a cautionary perspective towards the use of ICT as a tool for 
learning. In the case of using ICT for the learning of mathematics, mixed opinions 
emerged. Some, like parents Sophie (PPAB), Marie (PPGS) and Geraldine, (PPAG), 
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welcomed the use of programmes such as ‘Manga High’. For other parents, like 
Maura (PPET) and Miriam (PPAG), the competitive element of these programmes 
was considered unhealthy. Mixed feelings about the use of ICT for learning are 
found elsewhere in studies with parents (Zaman et al. 2016). In Ireland, as part of the 
consultative process on Coding in Primary Schools Initiative (NCCA 2019), while 
parents acknowledged the importance of digital technologies, they also revealed their 
concerns that ‘care needs to be taken not to overemphasise it as children will still 
need to be able to calculate and work out things independently’ (NCCA 2019, p. 12).  
This current study signals both an acceptance and hesitancy by parents regarding 
the use of ICT for learning. The recognition that technology has brought many useful 
affordances (communication, daily living, learning) is matched by a resistance to 
permit digital technologies to dominate the lives of children. This finding points to 
the need for the DES and schools to recognise that the adoption of ICT for school 
learning in the home environment depends not only on how the child perceives and 
engages with the technology, but the extent to which parents are accepting of ICT for 
learning. In addition, there is a need to consider that the competitive element of some 
programmes may not suit all learners and may be a cause of more stress than is 
realised. Thus, if schools are opting and promoting the use of educational ICT 
programmes, ongoing evaluation is needed that is inclusive of both the views of 
children and parents.  
 
5.2.3 Teachers’ perspectives on the use of ICT for learning 
In Ireland, teachers are encouraged to use digital tools in their teaching and learning 
activities (DES 1999, 2015). Like findings from the parent interview data, teachers’ 
comments reflect mixed views about the use of ICT for learning. Tensions were 
revealed in the data from the interviews with teachers between, on the one hand, 
viewing ICT as being beneficial for school learning, but, on the other hand, 
indicating its limitations and consequences of excessive use by children (further 
discussion under RQ3, Section 5.4). An Australian study conducted by Downey et 
al. (2007) found that teachers believed that children’s language, socialisation and 
communication skills were negatively impacted by the growing presence of 
technology. Findings from teachers in the study indicate similar results with some 
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reporting how children’s’ writing skills (Paul, 6AB) and communication skills 
(Caroline, RSMR) were adversely impacted by digital technologies. Overall, the data 
reveal that for the most part, teachers did not view technology for learning in a 
negative light, but deemed digital technologies as bringing benefits such as increased 
engagement and providing opportunities for collaboration.  
 
5.2.3.1 ICT- Engagement in Learning  
Teachers’ beliefs regarding technology integration are shaped their personal 
experiences (Mertala 2019a). While teachers expressed their concerns about the 
length of time and the activities, in particular, gaming activities, that children were 
engaging in outside of school, (Section 5.4), many teachers viewed learning with 
technology largely in positive terms and gave examples of positive personal 
experiences of technology integration in classroom learning activities. Denis 
(RSDEIS) could see the social benefits of children working collaboratively in group 
project work, while Caroline (RSMR) felt that more technology use in the classroom 
would help children with ‘shorter attention spans’, which she interestingly believed 
was a consequence of too much technology use. Paul (6AB) reported being an avid 
user of videos, YouTube and PowerPoint in his teaching and felt that ‘if it’s prepared 
properly it contributes to more effective learning and teaching’. Increased 
engagement with learning was also evident in several of the teachers ‘comments. 
Michael (6VPMR) felt the mathematics programmes such as ‘Manga High’ was 
engaging for children, while also meeting the different learning needs and abilities of 
children in his classroom.  
 
5.2.3.2 Meeting diverse learning needs 
It had already been acknowledged in the previous sections that digital technologies 
were considered as beneficial for students who experienced learning difficulties by 
parents and by children. Similarly, digital technologies were reported as being 
‘highly useful’ by teachers such as Eileen (ITAG), Paul (6AB), Caroline (RSMR), 
and Seamus (PET). Margaret (6VPAG), for instance, reported how one of the 
students with dyspraxia (also known as DCD, development co-ordination difficulty) 
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was supported with his organisation skills using a laptop. Caroline (RSMR) reported 
that AT has been ‘fantastic for individual children’. This supports the findings of a 
report commissioned by the National Council of Special Education (NCSE) by 
Wynne et al. (2016) exploring student, parent and teacher experiences of AT in two 
ways.  
That study found that there was a high level of agreement regarding the positive 
impact that assistive technology has on education with teachers reporting increased 
engagement and interaction and lower levels of stress amongst children. Secondly, it 
was noticeable in the interviews that only teachers Michael (6VPMR), Michelle 
(6VPGS) and Caroline (RSMR) and one parent (Louise, PPGS) specifically used the 
terminology ‘Assistive Technology (AT). This term was not used by the children 
who participated. This finding supports the proposition that ‘assistive technologies 
and mainstream technologies are converging’ and reflects a ‘blurring the distinction 
between AT and technologies for general use’ (Wynne et al. 2011, p. 43). Many 
applications initially developed as AT such as speech recognition and speech to text 
functions have crossed over into the mainstream everyday technology use.  
 
5.2.3.3 Collaborative Learning 
Brockbank and McGill (2007) advise of the value of collaborative learning:  
When the social context of learning is recognized, and collaboration is 
valued rather than penalized, the significance of relationship in learning 
makes sense, prioritizing involvement and connection, nurturing joint 
endeavours and stimulating the creativity of constructed knowledge, 
thereby encouraging movement towards higher stages of learning.  
 (Brockbank and McGill 2007, p. 208) 
 
In this study, many teachers also saw technology as being useful for supporting 
collaborative learning between students and between students and their teachers. 
This was evident in the example that Seamus (PET) provided of how he and his 
students had worked together to make a Harry Potter themed instructional video on 
the Swine Flu reporting that ‘I feel it’s better to collaborate with children cos they’ll 
know about stuff about I don't know’. This finding is important on three levels. 
Firstly, it demonstrates a recognition and indeed a respect for the children that they 
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will bring different kinds of knowledge to a task. Secondly, it shows that the teacher 
in question recognised that the children would have a greater knowledge about some 
aspects of technology than he would. This example is reflective of a ‘partnering 
pedagogy’ (Prensky 2010) where teachers can provide suggestions and guide 
students but where students take an active role in deciding what technology will 
work for a task and finding out for themselves. Thirdly, such examples of teachers 
and children collaborating (Vygotsky 1962, 1978) on such interesting projects are 
largely invisible in the Irish literature, and demonstrate that a lot of meaningful and 
active learning experiences through digital technologies in primary schools largely 
goes unnoticed.  
 
5.2.3.4 Technology does not make a difference – teachers make a difference 
While parents appeared more cautious about technology as a tool for learning, 
teachers were eager to explain that it is the activities of the teacher and what the 
teacher does with the technology that motivates children. Seamus (PET) reported 
that ‘children don’t care about the technology, … it’s not the screen that will 
motivate them, the teacher’s activities are going to have to make it more interesting’.  
Paul (6AB) felt that the ‘importance’ of technology could not be underestimated and 
that children were learning from technology. ‘we can’t be smothered by it’. 
Similarly, Michael (V6PMR) felt strongly that children needed to learn how to learn: 
‘Like I see a use for it, but it’s not the be all and end all of everything 
either. Children still need to learn and still need to be able to know how 
to learn’… I'm sorry but an iPad isn’t going to teach you how to 
summarise’. 
 Michael (V6PMR) 
 
Thus, it can be ascertained that just as the children in this study have shaped their 
environment to suit their learning needs and interests, so too did teachers. Schwab 
(1983) points to the need for teachers to be involved in decisions about what and 
how to teach:  
There are a thousand ingenious ways in which commands on what and 
how to teach can, will, and must be modified or circumvented in the 
actual moments of teaching. Teachers practise an art. Moments of choice 
of what to do, how to do it, with whom and at what pace, arise hundreds 
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of times a school day, and arise differently every day and with every 
group of students. No command or instruction can be so formulated as to 
control that kind of artistic judgment and behavior, with its demand for 
frequent, instant choices of ways to meet an ever varying situation. 
 (Schwab 1983, p. 245)  
 
Examining these findings through the theoretical lens of Bronfenbrenner (1979), it 
appears that despite macrosystems level governmental aspirations (DES 1998 2015), 
the teachers in this study are navigating a course that works and that they consider 
best for them and their students. While teachers’ comments reveal an interest in 
using ICT as a resource for enhancing classroom activities, it was clear that teachers 
see themselves and not digital technologies as making a difference in children’s 
lives. 
 
5.2.4 Section Summary 
For many children in this study, technology is viewed as a convenient support 
system and something that children turn to when they encounter a difficulty or 
obstacle for school learning. However, the findings of this study would also suggest 
that the prevalence of technology is such that children, while they enjoy using ICT 
and often use it to for school related learning, they are not particularly captivated by 
it as a tool for academic learning. In addition, while children use technology for 
different reasons, and while they may enjoy using technology particularly for games 
and entertainment, this does not equate with children choosing to use technology for 
the purposes of learning. This is a key factor that has perhaps been overlooked in 
Irish policy statements and reports. 
In the case of parents, many lament the loss of the traditional meaning of learning 
and childhood, and are fearful for their children’s safety, while also acknowledging 
technology is an important part of their lives now and in the future. The findings of 
this study revealed that modern digital technology for some parents is akin to an 
invited but sometimes unwelcome guest in their homes, that is both necessary yet 
problematic and that brings gifts that are equally useful and undesirable. For the 
most part, teachers welcome digital technologies in their classrooms and are eager 
to align digital learning activities with the interests of the child. Reflective of the 
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view that it is the ‘the pedagogy of use of technology which is important’ (Higgins et 
al. 2012, p. 15), teachers were resolute in their view that the activities of the teacher 
determine the success of ICT use. 
 
5.3 RESEARCH QUESTION (RQ) 2: To what extent is ICT used in the home 
and in the school by children for the purposes of learning? 
Previous research has highlighted the difference between children’s use of ICT at 
home and at school with some studies suggesting that there is higher usage of 
computers at home than at school (Cosgrove et al. 2013), that children are learning 
their digital skills at home (Chaudron et al. 2018) and that children access the 
Internet more often at home than at school (O’Neill and Dinh 2015b). While the first 
research question set out to explore participants’ views of ICT as a tool for learning, 
the second research question of this study sought to explore how ICT was being used 
at home and at school for the purposes of learning. This research question was 
principally answered through theme 1‘Living Unmercifully’ with ICT and theme 2, 
‘The Possibility of Learning’.  
 
5.3.1 The Home Microsystem  
The high levels of digital devices present in the home, as reported by children and 
parent participants in this study, suggests that at a microsystem level, there has been 
widespread appropriation of digital technologies by the Irish nation. Numerous Irish 
studies (NCCA 2019: O’Neill and Dinh 2015) and reports (CSO 2019) as well as 
large scale European (Chaudron et al. 2019) and UK studies (Britain 2013) point to a 
‘technological landscape’ (Plowman et al. 2008, p. 305) that appears riddled with 
digital devices, particularly smartphones and tablets. The findings of this study 
concur with these studies and found that across the accounts provided by all three 
participant groups, within the microsystems of the home, there is widespread use of 
smartphones and tablets. In the 27 homes from which the parent participants came, 
every home had 1 or more smartphones and only three homes did not own a tablet. 
Laptops were more popular than computers: 21 out the 23 parents had laptops at 
home, whereas only 10 parents reported having computers. This not only reflects the 
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move to a mobile post-desktop ecology (O’Neill and Dinh 2015) but also marks a 
change in the reasons for purchasing the technology. Where once parents were 
buying digital technologies such as PCs as an educational tool (Kent and Facer 2004; 
Valentine et al. 2005), the findings of this research project have revealed that parents 
were providing digital rich environments, predominantly guided by entertainment 
rather than educational motivations. This finding suggests that while technological 
artefacts have changed in their digital makeup, so too have the reasons for buying 
them. How such artefacts are being used for learning is the focus of the following 
sections.  
 
5.3.1.1 ICT and informal learning 
Sefton-Green (2004) advises on the importance of paying attention to informal 
learning: 
it is worthwhile remembering that an attention to informal learning, 
whether voluntary, accidental or embedded in people’s day-to-day lives, 
also makes more evident the experiential nature of learning, as many 
accounts of informal learning pay tribute to notions of wonder, surprise, 
feelings, peer and personal responses, fun and pleasure. 
 (Sefton-Green 2004, p. 2) 
 
From ‘life hacks’ to learning how to groom a horse, to learning languages such as 
Spanish, German Japanese and Romanian, technology provided a tool through which 
children themselves could explore learning opportunities that interested them. From 
building a telescope or practising Irish dancing, parents also provided examples of 
where they identified their children as learning through ICT. These findings 
resemble those found in in international studies. In the UK, for instance, a study by 
Kent and Facer (2004) found that children’s use of computers for learning was 
driven by their own interests, hobbies and friendships. Several large-scale 
international studies have also highlighted children’s preference for using digital 




5.3.1.2 ICT and non-formal activities  
There was sparse evidence of children participating in non-formal activities (planned 
but flexible learning opportunities that features a mediator or figure in authority; 
Eshach 2007, p. 173) mediated through the use of digital technologies. For instance, 
only 2 of the 23 parents (Kathleen (PPAG) and Anthea (PPAG) reported investing in 
mathematics focused online learning programmes. In Ireland, as has been mentioned 
earlier (Chapter 2-Theoritical and Conceptual Literature, section 2.6) there has been 
a growth in out of school movements such as ‘Coder Dojo’, which aims to teach 
children how to learn coding. However, none of the children, parents or teachers 
made a reference to a ‘Coder Dojo’ club. This was somewhat surprising considering 
that 44 children participated in this study and the participants in the study came from 
a wide variety of school types and sizes. In addition, all the 6 schools from where 
participants were sourced are to be found within a range of 2-20km radius of ‘dojo’. 
Indeed, 4 of the 6 schools are within a 5km distance from a ‘dojo’ club. This finding 
raises questions about disparity of children’s access to digital activities such as 
coding, which has been deemed by the DES and parents (NCCA 2019) as an 
important skill for children in the future.  
 
5.3.2 The School Microsystem 
While the home, the most important system in which the child resides 
(Bronfenbrenner 1979), provided a particular type of environment that was 
characterised by voluntary ‘learner-centred’ approach (Wellington 2001), the 
findings revealed both similarities and differences between home and school 
regarding children’s use of and access to technology.  
 
5.3.2.1 Similarities  
Firstly, there were some similarities in the types of technologies used at home and at 
school. For instance, many children and parents reported the use of iPads in school 
for learning. Likewise, there were numerous comments by teachers regarding their 
use of iPads in the classroom, or in the case of the Educate Together school, the use 
of chrome books. Secondly, the use of digital games for learning in schools was 
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evident. For example, one child (CPDEIS) indicated that they were using the iPads 
in school for games to help with learning: ‘On the iPad we have in school now we 
have certain games and like they're good … they're games and we like games’. This 
comment also lends itself to the value of ‘edutainment’ that children place on 
learning when learning with digital technologies.  
Notwithstanding the challenges in evaluating the impact of games on learning 
(Chapter 2, Section 2.5.4 and 2.5.5), the research literature has highlighted the 
benefits that digital games can bring to children’s learning (Clarke and Abbott 2016; 
Danby et al. 2018; Gee 2003). In this study, the use of Minecraft was mentioned by a 
Caroline (RSMR) as offering ‘endless possibilities’ for students learning. Likewise, 
Denis (RSDEIS) spoke about incorporating the use of Minecraft into his work with 
students. The use of Minecraft for supporting children’s learning has been proposed 
by a number of number of researchers (Ekaputra et al. 2013) along with the 
recognition of the challenges that it presents for teachers and for parents.  
In a review of the literature on Minecraft, Nebel et al. (2016) found that Minecraft 
can be beneficial for children’s learning, but its limitations lie in the ability of 
teachers to use it. They advise that ‘further education of teachers is needed to ensure 
the proper use of Minecraft in educational settings and to enable the acquisition of 
cooperation partners in research’ (Nebel et al. 2016, p. 361). A study conducted by 
Downey et al. (2007), found that whereas parents rated themselves as having 
reasonably moderate or high rate of expertise with most technologies, with the area 
of game consoles they felt less competent. In this current study, comments from 
parents and children would suggest that games do not hold the same interest for 
parents and that for the most part parents did not play digital games. Furthermore, 
findings from this study indicate that the use of games may bring benefits to 
children’s learning and that children enjoy the entertainment value of games for 
school learning. While it should therefore be recognised by schools and parents that 
digital games for learning, can benefit children’s learning, lack of parental and 
teacher knowledge of the potential of games as a tool for academic learning may 




5.3.2.2 Differences – The Interactive Whiteboard 
One of the most notable differences between the use of ICT at home and at school 
was in the example of the interactive whiteboard (IWB). For example, as noted by 
Michelle (VP6ET), use of the IWB made it easier for her students to read homework 
instructions. For Paul (6AB), technology such as the IWB helped with his teaching 
which he felt subsequently benefited children’s learning. Previous studies have 
found a positive association between IWB use and children’s literacy and numeracy 
and science skills (Lewin et al. 2008). Furthermore, an observation case study on the 
use of the IWB with five and six-year-old children in a New Zealand primary school 
(Harlow et al. 2010, p. 242) found that central to the development of pupil 
capabilities was the ‘way that the teacher orchestrated the learning environment and 
the ways that she integrated the use of the IWB features into her student-centred 
pedagogy’.  
 
5.3.2.3 Differences – Mobile Phone use 
The multifunctional, personalised capabilities of mobile phones allow children to 
participate in a number of diverse activities (Yan 2018). It was clear from this study 
that the mobile phone is conceptualised as a necessity by many children and it 
appears that it is portability and variety of use that provides an attractive option for 
children to access games and applications and communicate with family members 
and friends. However, there was very little evidence that mobile devices were being 
used in the way that Pachler et al. (2010) proposes: 
Mobile devices offer huge potential in enriching traditional interactions 
between the key stakeholders within the classroom as well as in terms of 
bridging the gap between the classroom and the life-worlds of students 
and they allow for expertise from the world of work etc. to be brought in.  
 (Pachler et al. 2010, p. 13) 
 
Firstly, the participants in the study reported the use of phones for the purposes of 
entertainment (playing games, listening to music) and keeping in touch with friends 
or family rather than as a tool for school learning. Secondly, there appeared to be no 
use of mobile phones in school for learning. Margaret (6VPGS), for instance, stated 
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that phones were not allowed in school and if a child needed to bring one in for 
staying in touch with home, the phone was left in the teachers’ desk. A similar 
practice was reported by the children from the Educate Together school.  
The use of mobile phones in schools has proved to be a contentious issue worldwide 
with many countries such as France banning their use in schools. In Ireland, schools 
are directed by the DES to implement whole school polices in consultation with 
teachers, students and parents that are inclusive ‘of tablet devices and smartphones in 
the classroom and during the school day’ (DES 2018b, Circular 0038/2018, p. 2). 
Comments from children and parents in this current study would suggest that 
children were only permitted to bring in their digital devices such as phones and 
tablets on special occasions such as the last day of school or before the break for 
Christmas holidays. This practice is at odds with the proposition that bringing one’s 
own device (BYOD) to school is considered valuable by the DES (2018): 
Many BYOD suitable devices may be more capable and up to date than 
some school computers and can support a more student-centred, active 
learning approach, with students taking more responsibility for their own 
learning  
 (DES 2018b, Circular 0038/2018, p. 2) 
 
5.3.2.4 ICT use at school – teacher guided 
Comments such as ‘It’s easier to access at home’ (CPET) or ‘In school you have to 
follow the rules, things are restricted and … at home you don't have to follow the 
rules’, suggests that children were limited in their use of technologies at school. In 
school, the rules appear to be more rigid and activities teacher guided. A comment 
from Seamus (PET) seems to suggest that children are largely absent from the 
decisions regarding technology use in school and as such have limited agency: 
‘Schools seem to force one flavour upon and perhaps that’s not the right way of 
doing things at all’. This finding supports the work of Devine (2009) who found that 
there was an absence of children’s active participation in decisions regarding their 
use of time and space. This finding of my study therefore is at odds with the 
recognition that is afforded children as key stakeholders in a number of Irish studies 
and policy statements (Department of Health and Children 2000: DES 2015; DES 
2018; Growing Up in Ireland 2017).  
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5.3.3 Mesosystem interactions 
Mesosystem interactions are defined by Bronfenbrenner (1979, p. 209) as ‘a set of 
interrelations between two or more settings in which the developing person becomes 
an active participant’. This present study revealed that the learning of specific school 
subjects, namely mathematics and Irish, and the use of project work allowed for 
mesosystem learning interactions between home and school. 
 
5.3.3.1 Mathematics  
Mathematics is considered a subject that in which learning can benefit from the use 
of digital technologies (Attard 2013; DES 2011). An analysis of the findings in this 
study reveals that across the data set, there were numerous examples from children 
and parents of where digital technologies were being used to support children’s 
learning of mathematics. Children were using digital technologies for mathematics 
for two reasons. Firstly, it was a subject often found to be difficult and thus 
supplemented with the use of video tutorials at home. Secondly, children were using 
technology for mathematics when it was been driven by the school in the form of 
subscriptions to online mathematics programmes such as ‘Manga High’ and 
‘Mathletics’. When children spoke about using programmes such as ‘Mathletics’ or 
‘Manga High’, they were framed as being enjoyable and engaging. Improved student 
engagement with mathematics when using ICT has been reported in previous studies 
(Attard 2013; Clarke and Abbott 2016; Divjak and Tomić 2011, Hilton 2018).  
Parents in this study demonstrated a good awareness of the types of technology 
hardware available in schools, such as the interactive whiteboard. However, other 
than mathematics programmes such as Manga High and Mathletics, parents had little 
knowledge about how their children were using technology in schools. As a school 
subject, it is important to highlight that mathematics enjoys high-level status in the 
Irish primary school curriculum. This is most evident at a macrosystems level where 
there have been a number of initiatives in the last decade that reveal the extent to 
which the Irish government regards mathematics as key to underpinning Ireland’s 
economic and industrial development. As has been reported in Chapter 2, the PISA 
2009 results as well as the low uptake of higher-level mathematics as a Leaving 
Certificate subject prompted the Irish government to introduce a number of 
 
259 
initiatives to promote mathematics as essential to the development of future career 
and life skills. For instance, in 2008, a new curriculum colloquially known as Project 
Maths was introduced for both Junior and Senior Cycles in 2010 (DES 2008,2010), 
shortly followed by the Literacy and Numeracy Learning for Life Strategy in 2011.  
Having young people who can apply mathematical understanding in a 
growing range of economic, technical, scientific, social and other 
contexts is essential if we are to ensure employment and economic 
prosperity in the future.  
 (DES 2011, p. 9) 
 
In addition, since 2012, an additional twenty-five bonus points contributing to 
students’ overall score for entry to higher education are awarded for students who 
take mathematics at a higher-level for the Leaving Certificate. The launch of the 
national Science, Technology, Engineering and Mathematics (STEM) policy (DES 
2017) further reflect attempts to introduce children to STEM experiences at a young 
age with the expectation that ‘Leaders in all early years and school settings will 
foster a culture of scientific and technological innovation to promote creativity in 
STEM teaching and learning’ (DES 2017, p. 13). The efforts by the schools in the 
present study to financially commit to online programmes such as ‘Manga High’ or 
‘Mathletics’ suggest that they have taken government led initiatives very seriously, 
and reflect how such distal and more remote influences have impacted the activities 
of schools and teachers at a microsystems level. In addition, the findings suggest that 
digital programmes such as ‘Manga High’ can be an important means of connecting 
the microsystems of the child that supports a pedagogical partnership (Prensky 2010) 
between home and school.  
 
5.3.3.2 Irish  
A number of studies point to the difficulties faced by children in their learning of the 
Irish language (Cahill 2012, Harris 2006). Chief amongst the challenges are the 
negative attitudes towards the Irish language (Darmody and Daly 2015) and the lack 
of context for children where there are limited opportunities for children to use the 
language outside of school hours (Dalton and Devitt 2016).  
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Previous research has suggested that digital technology such as three-dimensional 
virtual learning environments (3DVEs) can support ‘meaningful and authentic’ 
language use’ (Dalton and Devitt 2016, p. 30). Cahill (2012) found that the use of 
child-created video helped with increased Irish language retention and increased 
motivation to learn the language. A similar approach was used by Michael (VP6MR) 
in this study where his students recorded the weather report in Irish. Interestingly, 
this was the only example provided in the present study where the teaching of Irish 
was supported by the medium of child-created video. However, Michael (VP6MR) 
spoke passionately for his love of Irish which might in some way explain why this 
was the case: 
Will we save Irish – I don't know. I do my best to save Irish, I love 
teaching Irish it’s one of my favourites. I prefer teaching Irish to English, 
Maths and Irish. I like to teach English too but I just love the language … 
and it’s just some way of helping us to get the kids engaged in it before 
it’s gone.  
 Michael (VP6MR) 
 
‘Duolingo’ and ‘Google Translate’ were deemed to be particularly useful to children 
at home. However, two of the teachers were critical of the quality of such resources 
with Michael (VP6MR) reporting that Irish applications needed ‘to go to another 
level’ and Paul (6AB) stating that he had warned his students against the use of 
‘Google Translate’. Nonetheless, many parents were relying on such digital 
applications to support their children’s learning of the Irish language. Cahill (2012) 
cites the work of Fishman (1991), who stresses the importance of parental 
involvement in supporting second language learning. Likewise, Darmody and Daly 
(2015) advise that ‘parents could help enhance positive attitudes by taking interest in 
how their child is getting on with the Irish language at school and assist them with 
homework, if possible’ (p. xiii). 
 Comments from Michael (VP6MR) would suggest that the Irish language is one of 
the subjects that can benefit from digital technology use: ‘back to Irish again, the 
only way you're going to get kids to talk Irish is something very much interactive 
that’s talking back and forwards at them, which is whatever this ‘Buain na Cainte’ 
seems to be doing.’ As educational establishments, it is understandable that schools 
would have access to these types of resources. Nonetheless, the findings of this study 
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reveal that children and parents at home do not have access to quality resources of 
this kind and largely rely on the use of Google Translate and online dictionaries to 
support Irish language learning at home. A recognition by the DES that high quality 
digital learning resources are needed at home to support the learning of the Irish 
language is now required. Such supports would be beneficial for all stakeholders in 
primary school education.  
 
5.3.3.3 Project work 
Project work provided another opportunity for a mesosystem connection between 
home and school and was consistently cited by all participants as an example where 
digital technologies were used for learning. In schools, children and teachers 
provided examples of how laptops or computers would be used to research projects 
in subjects such as History and Geography. At home, using digital technologies such 
as laptops, PCs, smartphones and printers for school projects was reported by 
children and parents.  
However, the findings reveal that it was rarely evident that digital technologies were 
being used creatively for project work. While children spoke about other children 
creating online content, for example on YouTube, children rarely spoke about 
themselves as content creators, which suggests that they have a passive relationship 
with ICT. Comments from teacher participants would support this proposition and 
concur with previous research in an Irish context (O’Neill and Dinh 2015).  
In the last decade, the user-friendly features of touchscreen devices have made 
searching for information a lot easier and do not require a high level of computer 
expertise. On the other hand, use of digital devices for more developed digital 
learning opportunities such as coding or playing a game like Minecraft to create 
projects requires knowledge on behalf of the teacher that they may not necessarily 
possess. Adults largely view children as competent users of digital technologies and 
despite Prensky’s (2010) assertion that teachers do not need to be experts in 
technology, this study raises questions regarding the levels of digital expertise that 
teachers may need to advance children on the ‘ladder of opportunities’ (O’Neill and 





5.3.4 Section Summary 
The learning experiences arising at home through the use of digital technologies, as 
described by the participants, included formal, informal learning and non-formal 
experiences (Eshach 2007) and existed alongside each other rather than being in 
opposition (Sefton-Green et al. 2016). The learning activities found at home in this 
study were inclusive of school, curriculum based learning activities but also 
demonstrated a high level of an informal, learner-led and voluntary approach.  By 
comparison, the use of ICT in school in the classroom was underpinned by a teacher-
centred approach (Wellington 2001). While the use of digital technologies for certain 
subjects like mathematics and Irish enabled mesosystem learning interactions 
between home and school, an analysis of the data revealed the barriers that prevented 
ICT use in school and at home for the purposes of academic learning. The following 
and final section further explores these obstacles across all four systems of the 
ecological framework.  
 
5.4 RESEARCH QUESTION (RQ) 3: What are the barriers and the facilitators 
of ICT as a tool for learning at home and at school? 
The barriers to ICT integration in schools are a well-established field of research 
(Ertmer 1999; Judge 2013); however, as has already been noted (Chapter 1-
Introduction and Chapter 2- Theoretical and Conceptual Literature), less is known 
about the obstacles that may prevent the use of ICT as a tool for learning at home. In 
addition, we know very little about the enabling factors that can facilitate the use of 
ICT for learning. Thus, the main objective of the third research question in this study 
was to explore the factors across the four environmental levels that can enable or 
hinder the use of ICT as a tool for learning. The answers to this research question 
were primarily found in Theme 3 ‘The only exercise they’re getting is their thumbs’ 





5.4.1 Microsystem Barriers 
5.4.1.1 Children 
While children were able to offer examples of how they were using technology 
(section 5.3.1 and 5.3.2), one of the main challenges faced in this study was to try 
and unearth what children think of technology as a tool for school, curriculum -
centred learning. Such difficulties did not present when children had the opportunity 
to talk about using technology for games and communication purposes. Within the 
world of children, barriers to using ICT for the purposes of learning occurred in two 
ways, firstly in terms of their actions and secondly in terms of their perspectives and 
subsequent use.  
 
5.4.1.2 Children are not talking about technology use in school 
Grant (2011), with reference to the work Edwards et al. (2000), advises that the 
importance of the child’s role in parental engagement in the home–school 
relationship is often overlooked. In this study, comments from some parents would 
suggest that children were not talking to their parents about technology used in 
school (with some exceptions like Sonya, (PPDEIS) because is ‘so common place’ 
(Kate, PPMR) and ‘natural’ (Sophie, PPAB). This may explain why many parents 
were unable to provide detail that went beyond reporting the use of the IWB. 
Furthermore, parents were only able to provide details on how their children were 
using technology for formal learning when it involved project work that needed to be 
completed at home or in the case of some of the subscribed mathematics 
programmes such as ‘Manga High’ or ‘Mathletics’ that were used at home. It is well 
recognised that communication strategies are important in the context of developing 
positive home-school relations (Epstein 2001; INTO 1997). As evident in this study 
however, the absence of ‘intersetting connections’ (Bronfenbrenner 1979, p. 218) 
between homes and schools consequently leaves parents in the dark about the ways 
in which children are using digital tools in the school microsystem, which 
subsequently contributes to a weak mesosystem link between home and school. 
Thus, by virtue of the evidence that illustrates the lack of information transmission 
between home and school on children’s use of technology for learning, it is proposed 
that children’s actions and perspectives (section 5.2.1) can act as the ‘third order’ 
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barrier to the use of ICT for learning. This-order third barrier is an addition to 
Ertmer’s (1999) first (infrastructure, teacher CPD) and second order barriers (teacher 
pedagogical beliefs).  
 
5.4.1.3 Compartmentalisation of learning and non-learning lives 
A comment from one child participant ‘communication to listen or watch videos or 
to play games. That’s what I usually use technology for’, succinctly reflects the 
comments from children and parents across the data indicating that there was modest 
consideration given to the use of ICT for school learning in the home. This finding, 
suggesting that technology for the purposes of communication and enjoying the 
purely entertainment value of ICT had more relevance in their lives than for learning, 
is consistent with previous studies (Chaudron et al. 2015; Dias et al. 2016). This 
finding is not unique and reflects other studies which have been conducted 
worldwide highlighting children’s preference for using digital technologies for 
games and entertainment (Beckham et al. 2014; Chaudron et al. 2018). For example, 
an Irish study conducted by O’Neill and Dinh (2015) that explored children’s use of 
mobile technologies across Europe found that listening to music and watching video 
clips online were the most popular online activities for all age groups.  
Similarly, an Australian study of 8-year olds conducted by Sweeny et al. (2019) 
found that gaming and entertainment experiences were the preferred option at home. 
The most recent EU Kids Online studies (Chaudron et al. 2018) reveal similar 
findings. The data for that study were collected during a similar timeframe (between 
autumn 2017 and summer 2018) to my research (January 2017 until April 2018). As 
part of the European study, in countries like Portugal it was found that ‘The tablet is 
regarded solely as a toy, and its potential as a tool for learning is ignored’ (Chaudron 
et al. 2018, p. 156). As with the findings of the present study, Chaudron et al. (2018) 
found that YouTube was very popular and that activities such as listening to music, 
watching videos, playing games and communicating with friends were the activities 
in which children engage on a daily basis.  
Even with access to ICT, parents (Lisa PPDEIS, Kathleen PPMR) indicated that 
their children would not necessarily use them. This finding resonates with those of 
Plowman et al. (2011) who found that encouragement from parents at home to use 
 
265 
computers did not always have the intended result with many children instead 
choosing to play with game consoles or watch TV and DVDs. Likewise, Kerawalla 
and Crook (2002) found that children in their UK study (33 children aged between 7 
and 11 years) spent most of their time on games not used in classroom practices, 
despite parental aspirations that the computers in the home should support their 
children’s learning and despite having purchased education focused software. 
 
5.4.1.4 Parental Factors 
In the present study, limited examples were provided by parents that illustrated an 
engagement with digital technologies for their children’s school learning. At a 
microsystems level, this appears to be a consequence of a number of interrelated 
factors: parental self-efficacy, a lack of awareness of the types of applications and 
programmes that can support their children’s learning and restricted access to 
pedagogically based quality programmes and applications.  
5.4.1.4.1 Parental Self-Efficacy 
Previous studies have shown that parents believe that their children are better at 
using the Internet than they are (Britain 2013), and that technology use is something 
that they naturally pick up themselves (Plowman et al. 2008). In the present study, 
parents’ lack of self-belief in their own abilities to support their children’s school 
learning activities through digital technologies was evident at two levels. Firstly, 
parents characterised their children as the experts in using digital technologies which 
therefore lends weight to Prensky’s (2001) classification of children as ‘digital 
natives’. However, the bi-directional relationship of digital learning experiences was 
evident in the revelation that parents, together with extended family members such 
as aunts, uncles and older siblings, were supporting children in their use of digital 
technologies.  
Children, for example, reported learning from other members of the family by 
watching what others are doing. This reflects Vygotsky’s (1978, p. 88) suggestion 
that with imitation, ‘children are capable of doing much more in collective activity or 
under the guidance of adults’, as well as Bronfenbrenner’s (1979, p. 6) proposition 
that ‘Active engagement in, or even mere exposure to, what others are doing often 
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inspires the person to undertake similar activities on her own’. This finding supports 
the work of Helsper and Eynon (2010), who argue that factors such as gender, 
education and experience can play a role in defining a ‘digital native’.  
Secondly, many parents believed the teachers were more knowledgeable of ICT and 
that the stewardship of engagement with digital technologies for learning lay with 
the school. Taken together these findings reflect parental feelings of inadequacy in 
relation to their own technological abilities and point to the need by schools and the 
DES to support parents, who can in turn support their children’s learning through 
digital technologies.  
 
5.4.1.5. Teacher Factors 
Previous research has highlighted the importance of teachers’ pedagogical beliefs as 
an important consideration in the integration of ICT in their teaching and learning 
activities (Ertmer 2006; Donnelly et al. 2011). The findings of this study suggest 
teachers’ pedagogical beliefs, conceptualised by Ertmer (1999) as second-order 
barriers, were less significant an obstacle compared to first-order exosystem barriers 
that were hindering the use of ICT in schools, namely; infrastructural difficulties and 
lack of funding, time constraints and lack of teacher continuous professional 
development (CPD). Nevertheless, there were some indications that there were 
differences in the ways in which teachers had embraced the integration of ICT in 
their teaching activities.  
 
5.4.1.5.1 Digital Disengagement? 
Some teachers are intrinsically motivated to use ICT in educational practice, while 
others do not share this affinity (Tondeur et al. 2009). In this study, the data revealed 
that teacher motivation may also act as obstacle to the integration of ICT in schools. 
While some teachers like Paul (6AB) reported ICT as being ‘so integrated’ that his 
students would find it somewhat disconcerting if he didn’t use it, Margaret (6VPGS) 
reported her lack of computer literacy skills and confessed to disliking using the 
IWB for writing. This reflects Bronfenbrenner’s (1979, p. 26) notion of an 
‘ecological transition’, where a person's position in the ecological environment is 
altered as the result of a change in role, setting, or both’. In this study, comments 
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from teachers would suggest that some have experienced the ‘ecological transition’ 
more easily than others. For instance, Eileen (ITAG), an infants’ teacher, professed 
to using very little ICT in her classroom compared to a report by Margaret (6VPGS) 
of a infants’ teacher in her school who had set up a webpage so that classwork could 
be viewed by parents. Comments from Caroline (RSMR), for example, and from 
Seamus (PET) would suggest that some teachers are not willing to engage in 
learning about digital technologies. However, this lack of motivation may be due to 
time constraints, as was reflected in Caroline’s description of teachers as being 
‘swamped and overwhelmed’ or Margaret’s (6VPGS) lack of engagement which 
may be due to technical difficulties encountered when using the IWB. Given these 
nuances, it is recommended that education authorities and the research community 
recognise from where the source of teachers’ seeming lack of motivation stems. 
Considered within the EST framework, this finding points to the impact that 
exosystem (Bronfenbrenner 1979) factors such as decisions regarding teacher 
workload and class size can have on the immediate microsystem of the teacher and 
may conceal significant reasons for non-appropriation of digital tools for learning by 
teachers.  
 
5.4.1.6 School Factors 
In the decade that followed the publication of IT 2000 (DES 1997), it is evident that 
a number of first and second order barriers (Ertmer 1999) were hindering ICT 
integration in Irish primary schools (DES 2008; NCCA 2008). The data collection 
for the present study took place during the implementation of the most recent ICT in 
education policy, the Digital Strategy (2015a) and reveals that some of the same 
barriers still exist.  
 
5.4.1.6.1 Infrastructural and Cost Considerations 
One of the most contentious issues has been the costs associated with the upkeep of 
technology and the lack of technical support in school (DES 2008; McGarr and 
Kearney 2009; NCCA 2008). A report by Cosgrove et al. (2013) advises that the 
funding of ICT in schools was the most frequently commented-upon topic amongst 
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primary and special school principals. In my study, lack of adequate funding and 
service support issues were chief amongst the concerns raised by all teacher 
participants. Frustration at the lack of broadband or equipment was palpable in the 
interviews with teachers. The absence of adequate facilities was also highlighted 
and only one school (DEIS) from where participants were sourced had a designated 
computer room. As Paul (6AB) reported, ‘There’s certainly not room, if there’s not 
room for 6th class there’s not room for a computer room’. Therefore, this finding 
suggests that little has changed since Mulkeen (2003) found that in relation to Irish 
schools, those serving disadvantaged students (DEIS schools) had greater levels of 
equipment.  
Selwyn and Facer (2007, p. 12) argue that the digital divide continues to be a very 
important social issue and that there is a requirement to think ‘beyond issues of 
technological resourcing and availability of content’. Issues of disparity between 
schools, as reported by Seamus (PET) and by Denis (RSDEIS), is an example of one 
such digital divide that goes beyond technical concerns. However, this study 
revealed that issues of access to ICT are still a prominent concern for schools and 
teachers. These findings clearly indicate that the problems facing schools have not 
disappeared despite the number of published reports that are critical of infrastructural 
developments in the integration of ICT in education. As such, a digital divide exists, 
inclusive of both technical and non-technical challenges.  
 
5.4.1.6.2 School leadership 
Previous studies have highlighted the importance of school leadership in the 
integration of ICT in schools (Marcus-Quinn 2016; Marcus Quinn and McCoy 2019; 
McGarr and Kearney 2009). ‘Principals are the key pedagogical leaders’ (McGarr 
and Kearney 2009, p. 1) who have a key influence on the degree to which ICT in 
integrated in schools. Murphy (2019) however contends that given the prevalence of 
the Digital Strategy, school leadership in Ireland is ‘an under-researched area’ (p. 
682). While a detailed exploration of school leadership is beyond the scope of this 
study, some relevant findings were revealed.  
Integration of ICT for instance, varied between schools. For example, it was evident 
that Seamus (PET), a school principal, was enthusiastic to integrate ICT in the 
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school and reported that ICT was a regular item on the staff meeting agenda. Such an 
example was in sharp contrast to that of Caroline, who had completed a Masters in 
ICT and reported being excluded from decisions concerning the development of the 
school website. This observation suggests that disparities may exist, not only across 
schools but also within schools, and raises questions about school use of their 
‘knowledge’ resources.  
 
5.4.2 Mesosystem Barriers 
The mesosystem captures the relationships between the individual settings in the 
microsystem. Bronfenbrenner (1979, p. 3) argued that the interconnections between 
these individual settings can be as ‘decisive for development as events taking place 
within a given setting’. While parents were welcomed as partners in their children’s 
education, in this study, there were limited examples of strong mesosystem links 
between home and school regarding the use of ICT for learning. This was evident in 
three ways.  
 
5.4.2.1 Parents are unaware of digital learning resources 
Apart from mathematics programmes that were used both at home and at school, 
there were few examples provided where teachers and more broadly the schools in 
which they worked had reached out to parents regarding the use of ICT for learning. 
Overall, parents were unaware of the kinds of programmes and applications that 
would support their children’s learning. When parents were asked if they were aware 
of how ICT was used in daily teaching activities, most parents were more familiar 
with the type of ICT equipment in the classroom rather than how it was used. This 
contrasted with the numerous references by teachers and schools to safety talks 
organised by schools. This finding adds weight to a recent European Commission 
(2019) report which states that Ireland was found to have a higher share of parents 
who feel “highly confident” in teaching their child to use the Internet safely and 




In recognition that relationships are bi-directional (Bronfenbrenner 1979) there was 
no indication that parents in this study had been involved in supporting or 
developing learning pedagogical partnerships: 
‘The developmental potential of a setting is increased as a function of the 
number of supportive links existing between that setting and other 
settings (such as home and family). Thus the least favorable condition for 
development is one in which supplementary links are either non 
supportive or completely absent when the mesosystem is weakly linked’  
 (Bronfenbrenner 1979, p. 215) 
 
Thus, it can be concluded that the ‘intersetting connections' (Bronfenbrenner 1979, 
p. 218) are characterised by a concern for online safety issues rather than a focus on 
learning with digital technologies.  
Blum-Ross and Livingstone (2016, p. 6) caution against the impact of such a focus:  
with its message to parents telling them that their main role is to police 
and restrict, has been at the expense of supporting parents to help their 
children learn, connect and create through, about and beyond digital 
media. 
 Blum-Ross and Livingstone (2016, p. 6) 
 
While it has been argued in this study that children have a role in supporting the link 
between home and school, so too have parents and teachers. However, viewed 
through an EST lens, the ability of parents to support their children’s learning 
through digital technologies depends on the support they themselves can access 
through various friends and family (microsystems), school supports (mesosystems) 
and public policy (exosystems) initiatives. Thus, a clear message from this research 
is that while parents need to be aware of online safety issues, they also need 
guidance on the types of resources that will support their children’s school learning 
and from where such resources can be accessed.  
 
5.4.2.2 Parents are unaware of their role 
Introduced by the Department of Education in 2015, the Digital Strategy (DES 
2015a) envisages parents engaging with their children’s learning through the use of 
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digital technologies. It also imagines parental/school collaboration in school 
activities and programmes using ICT. However, this study revealed only 2 of 23 
parents were aware of this policy and it thus can be deemed that parents were 
unaware of their role as a partner in integrating ICT in their children’s learning. In 
addition, there were no references from teacher participants that they were using this 
policy as a foundation from which to develop partnerships with parents. This policy 
expired in 2020 and thus points to a lost opportunity. Viewed through the lens of an 
EST framework (Bronfenbrenner 1979), it is a prime example of an exosystem 
initiative that recognised the importance of parents (macrosystem beliefs) and could 
have enhanced mesosystem learning links between home and school.  
 
5.4.3 Exosystem Influences  
The exosystem ‘is peripheral only in its position, not in its power to determine 
possibilities and processes in the child's development’ (Bronfenbrenner 1979,  
p. 236). One of the most notable exosystem barriers evident in this study was the 
challenge of time for both parents and teachers. The lack of appropriate CPD for 
teachers together with a disconnect between policy and practice were also of 
significant concern.  
 
5.4.3.1 Time 
Barber and Couper’s (2012) suggestion that ‘Planning and delivering effective 
activities through ICT requires dedicated teacher time’ can also be extended to 
parents. By virtue of the numerous roles that parents fill in their children’s lives, it 
was evident that they were struggling to support their child’s digital school learning 
activities. For parents like Sophie (PPAB), Elizabeth (PPAG) and Janet (PPDEIS), 
time to sit with their child and explore learning through ICT was difficult.  
Teachers in this study were similarly challenged by a lack of time in integrating 
technology use in the curriculum. This conclusion concurs with findings in a report 
by Cosgrove et al. (2019) on the implementation of the Digital Learning Framework 
(DLF) which found that ‘Lack of time to understand, reflect on, and implement the 
DLF, particularly using a whole-school approach, was cited as a frequent challenge’ 
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(p.16). Indeed, many primary school respondents in that study had indicated that 
they had not yet established a ‘Digital Learning Team’. Similarly, in the present 
study, there were many indications that teachers felt overwhelmed by workloads and 
that researching digital resources for classroom use would always be in their own 
time (Paul, Diarmuid, Seamus).  
As reported by Bakia et al. (2011), searching through websites for digital resources 
typically relies on teachers using their own time. It was evident that Caroline 
(RSMR) and Michael (6VPMR) resented the imposition of this invasion of their 
personal time. As teachers are agents ‘key to the change process’ Ertmer (1999, p. 
48), it is timely that serious consideration is given by the DES to the challenges 
faced by teachers in integrating ICT in their classroom practices. With the Digital 
Strategy coming to the end of its term, any new policy must take seriously the 
barriers that teachers and school leaders have faced in ICT integration to date.  
 
5.4.3.2 Teacher CPD 
Teacher Continuous Professional Development is seen as a key factor in in the 
integration of ICT in schools (DES 2015) The findings from this study supports 
previous research concerning the challenges faced by teachers in accessing 
appropriate CPD (Judge 2013b). It was evident that schools were under pressure to 
allow teachers the time off to partake in professional development opportunities. 
There is still the expectation that schools will be able to provide the range of 
necessary supports to successfully integrate and manage ICT in schools, despite the 
declaration made in a report tendered to the Department of Education that it was 
‘unreasonable to expect that schools have a deep understanding or even awareness of 
the kinds and qualities of supports they need if they are to embrace new and complex 
technologies’ (Cosgrove et al. 2013, p. 26). It has been found in other studies (Judge 
2013b; McGarr and O’Brien 2007), that short term courses are inadequate for 
supporting teachers to integrate ICT in their teaching and learning practices. 
Margaret (VP6GS), for example, highlighted this issue in her description of how she 
had attended training on the interactive whiteboard, but the reality of using it in her 
classroom proved problematic. This experience consequently led to frustration and 
limited use in her teaching activities.  
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The findings relating to teacher CPD demonstrates a need for training for teachers 
that is specific to their needs. Michael (6VPMR), nicknamed ‘Mr McGoogle’, 
reported never having attended any kind of CPD even though he had the unofficial 
role of ICT co-ordinator in the school. He was critical of the CPD opportunities 
available to teachers which were all ‘software based’. This was of little benefit to 
him when it was the technical support issues that he was trying to deal with. Given 
the absence of in-house technical support in primary schools of the type that is 
available in all Irish Higher Education Institutes and the reliance on costly external 
technical support, the findings of the study reveal that current CPD opportunities fall 
short of what teachers need at a practice and practical, operational level. 
 
5.4.3.3 A disconnect between policy and practice 
In Ireland, the primary school curriculum is closely linked with Irish government 
aspirations that Ireland be at the forefront of technology developments. ‘The Revised 
Primary School Curriculum’ (1999), and the impending new primary curriculum 
(NCCA 2019) reflect ‘a particular social milieu’ (Douglas and Horgan 2000) that 
considers ICT integration as important for providing enhanced learning opportunities 
for children: 
Technological skills are increasingly important for advancement in 
education, work, and leisure. The curriculum integrates ICT into the 
teaching and learning process and provides children with opportunities to 
use modern technology to enhance their learning in all subjects. 
 (Department of Education and Science 1999, p. 29) 
 
Macrosystem beliefs, as evident in this excerpt, that technology is a necessity in 
children’s learning lives has influenced the development of educational policies such 
as IT 2000 (DES) and a Digital Strategy (DES 2015a). Previous studies have 
highlighted the infrastructural costs and teacher CPD challenges faced by schools in 
implementing IT 2000 (Judge 2013; NCCA 2005, 2008). The findings of this study 
have revealed that many of the challenges still remain following the introduction of 
the Digital Strategy in 2015 and they additionally demonstrate a considerable 
polarisation between what is happening in primary schools (microsystem) and macro 
level DES aspirations of embedding ICT in children’s learning activities. The gap 
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between the rhetoric of political aspirations expressed through ICT policy for 
schools and the practice of ICT in schools has previously been highlighted by 
research exploring Irish ICT in education policy (Marcus Quinn 2019; McGarr and 
Johnston 2019). 
In this study, teachers who were most knowledgeable (Caroline RSMR, Seamus 
PET) about the most recent policy were highly critical of it, citing such challenges as 
poor broadband access, broken equipment and lack of technical support as ongoing 
problems. These criticisms call into question the ‘developmental potential’ 
(Bronfenbrenner 1979, p. 215) of the school and its teachers to extend ICT learning 
opportunities and to broaden partnerships with parents, when even the most willing 
teachers and schools are not readily equipped to meet the numerous practical 
challenges they face on a daily basis.  
 
5.4.4 Macrosystem influences 
The macrosystem encompasses the ‘blueprint’ of the ecological environment 
(Bronfenbrenner 1979, p. 289). This most distal of the environmental levels 
encompasses the cultural beliefs and practices of a given society. The following 
section considers the macrosystem influences that have impacted on the use of ICT 
for learning, in Irish primary schools, notably challenging economic conditions and 
concerns regarding the impact of ICT on learning.  
 
5.4.4.1 Moratorium on posts of responsibility 
At a macrosystems level, one of the most significant barriers to ICT integration in 
schools has been the economic crash of 2008. Coolahan et al. (2017) provide a 
significant insight into the impact of the crisis on education in Ireland: 
Changes such as reductions in salaries and allowances, the removal of 
middle management posts, reductions in support staff, dis-improvements 
in pupil-teacher ratios, embargos on appointments in various staff 
categories of the system and reduced capitation fees have had deleterious 
effects on the system and on staff morale. … Personnel feel over-
stretched, tensions exist in the system, goodwill and positive engagement 
and sense of ownership of the reforms is less in evidence than would be 
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desirable for such a reform programme. 
 (Coolahan et al. 2017, p. xi) 
 
The moratorium on promotions which was introduced in 2009 as part of the Irish 
government cost savings during the recession resulted in the loss of almost 5000 
posts of responsibility’ (PORs) in schools (INTO 2018). During this period, ICT 
integration developments in schools were put on hold, while outside of education, 
technology was developing at an alarming rate. By 2018, Ireland had climbed back 
out of the recession; however, the findings of the present study reveal that the impact 
of the economic crash, a macrosystem factor, is still very much felt within the school 
microsystem. Except for the mixed urban DEIS Band 1 school, none of the schools 
from which participants were drawn had a designated role of ICT Co-Ordinator. 
With the prospect of a new primary school curriculum being introduced (NCCA 
2019) and with one of its key competencies being on the development of a digital 
learner, it is timely that the DES revisit the reintroduction of ICT co-ordinator posts 
in schools. 
 
5.4.4.2 Health and Wellbeing 
At a macro-level, Irish society has embraced digital technologies and numerous 
reports point to the high levels of technology use in Ireland. However, the prevalence 
of digital technologies in children’s lives (Chaudron et al. 2020) has raised concern 
regarding the impact that digital technologies are having on children (Ferneding 
2003; Turkle 2013). While research regarding the impact of ICT on children’s health 
and wellbeing is considered inconclusive (Kardefelt-Winther 2017), findings from 
this study reveal that across the data set, participants expressed serious concerns 
about the impact that access to the Internet, time spent on technology and social 
media and new technologies were having on the physical and psychological lives of 
children.  
For children, it was evident that they enjoyed online games and engaging in online 
activities such as communicating with friends and family. However, they also 
appeared to be acutely aware of the implications of extended ICT use and online 
access, with many reporting negative physical experiences such as sleep deprivation, 
digital eye strain and headaches. Psychological impacts were also noted, such as 
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feelings of anger and obsession. The word ‘addiction’ appeared during the interviews 
with a number of the child participants. Kardefelt-Winther (2017, p. 21) caution 
against the use of the word ‘addiction’ in relation to digital technology use by 
children since it ‘strictly belongs in a clinical setting [and] is often used in relation to 
children’s everyday usage of digital technology, based on the assumption that some 
children’s digital engagement mirrors the behaviour of a substance addict’ 
(Kardefelt-Winther 2017, p. 21). However, as Turkle (2013) notes, ‘For many 
people, the metaphor of addiction feels like the only possible way to describe what is 
going on’ (p. 228).  
This study confirms previous research (Soykan 2015; Teichert 2017) that highlights 
parental concern regarding the impact of digital technology use on children’s social 
development and communication abilities. A number of parent participants 
frequently expressed negative emotions (fear, hate, scepticism) regarding their 
children’s technology use and were fearful of the consequences of too much screen 
time, namely mood swings, tantrums, lack of concentration, impeded social 
development and communication skills. Many parents voiced their concerns that 
children were spending too much time indoors on digital devices to the detriment of 
other more traditional childhood activities, a factor that was evident across all three 
sets of interview data. Several parents were also nostalgic in their accounts of the 
outdoor based childhood of their past compared to the indoor screen-based child of 
the present. This finding reflects broader societal beliefs about the importance of 
outdoor play for children. Parental strategies to curb screen time largely centred on 
playing outside, has also been found in UK and European wide studies (Chaudron et 
al. 2015; Hollingworth et al. 2011).  
This study revealed that parents were using mediation approaches with their 
children. Some of the strategies adopted by parents in this study were linked to the 
belief that children would access inappropriate material, which concurs with findings 
by Smahelova et al. (2017). Such concerns may be justified in some respects. In the 
focus group interviews with children, it was apparent that some were accessing 
games and social media applications that were beyond the age restrictions. Examples 
of these games included ‘Grand Theft Auto’, a game reserved for over 18s. 
Similarly, Snapchat, which has a user age rating of 16+, was regularly mentioned by 
the children in the focus groups as an application used to communicate with each 
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other. Such findings concur with those of Sweeney et al. (2019) regarding Australian 
eight-year olds’ participation in activities that were in breach of age restriction.  
As with findings by Hollingsworth et al. (2011), technology use was frequently 
characterised by the language of fear, damage and negativity. It can be concluded 
from this study that the ubiquitous diffusion of digital technology in children's lives 
acts as a barrier to the conceptualisation by parents and utilisation by children of 
learning with digital technologies. The idea that parents can be barriers to their 
children learning with technology is found in other research (Blum-Ross and 
Livingstone 2016; Dias et al. 2016; O’Neill and Dinh 2019). Based on the finding of 
the present study, I propose to name parental concern as another third order 
barrier factor, thereby adding to Ertmer’s (1999) first and second order barriers.  
In the interviews with teachers, online safety issues did not feature to the same extent 
as in the interviews with parents. Nonetheless, teachers displayed an acute 
awareness of the online world and the dangers that it presents to children. This was 
most evident for examples of teachers reporting that materials such as YouTube 
videos would always be checked before use in class. In addition, evident in the 
interviews with teachers was the concern for the amount of time children were 
spending on technology outside of school, especially on games, which they believed 
were having an effect on children’s ability to concentrate in class.  
 
5.4.5 Section Summary 
Keen to keep formal school and home life separate, children’s views and actions 
can be considered as barriers to the conceptualisation of ICT as a tool for learning. 
While an analysis of the data revealed that children were using some ICT digital 
tools for school learning and enjoyed the entertainment value of such tools, for many 
children the significance of ICT largely lay in its use purely as an entertainment and 
communication tool. While it was evident that parents engaged with their children 
in terms of ICT use, their engagement was primarily centred around monitoring its 
use by employing rules and restrictions. This stemmed from a both a lack of 
knowledge about kinds of technology that will benefit their child’s academic 
learning and concerns about the impact that digital technologies are having on the 
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health and wellbeing of children. For the most part, teachers welcome digital 
technologies in their classrooms but are impeded by environmental constraints of 
time, infrastructural difficulties and CPD opportunities. Policy aspirations to have 
parents and schools working together as partners in ICT use for learning have not 
been realised with most parents and some teachers unaware of existence of policies 
such as the Digital Strategy (DES 2015). 
 
5.5 Opportunities 
The previous section highlights the barriers that can hamper the use of ICT at home 
and at school as tool for learning. Such barriers are significant and paint a somewhat 
bleak picture facing schools and parents. The wonderful experiences that were 
described by participants can therefore get lost in this narrative and therefore it is 
important to highlight the bridges or opportunities that can support the use digital 
technology for learning. These opportunities relate to teachers as drivers of ICT, the 
use of learning platforms, and partnership between home and school.  
 
5.5.1 Teachers as ‘kite flyers’ 
Despite the numerous challenges faced by teachers in this study (infrastructural 
issues, lack of time, limited CPD opportunities) there were many examples provided 
where teachers were keen to provide meaningful and interesting learning experiences 
for students. Indeed, most of the teachers relayed with excitement and wonder, the 
affordances that digital technologies can bring to the classroom. These experiences 
reflect the belief that technology can benefit children’s learning, when the activity 
itself is interesting. Seamus (PET) had tried and tested digital resources such as 
iPads and chrome books and suggested that it was essential to find the appropriate 
digital tool that was exciting for the children. For Michael (6VP), the use of video 
technology to record the weather forecast in Irish or using a smart t-shirt to explain 
the bones of the body worked for him. Caroline (RSMR), who was clearly frustrated 
with her school’s progress in ICT, could see the ‘amazing, absolutely fantastic’ 
learning possibilities that the game ‘Minecraft’ had to offer for a number of subjects 
such as mathematics, science, English, history and geography. This present study 
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would therefore suggest that the successful integration of ICT in an interesting and 
meaningful largely rests on individual teachers taking the initiative and the time to 
explore learning opportunities through the use of digital technologies.  
 
5.5.2 Knowledge Sharing 
The value of sharing learning experiences has been highlighted in previous studies 
(Boud et al. 1993; Brockbank and McGill 2007; Hatton and Smith 1995). In this 
study, it was apparent that there is a great deal of knowledge sharing, both inside and 
outside of the school walls. For instance, 3 of the 7 teachers reported being members 
of online forums dedicated to the use of ICT in schools. These were in the form of 
social media groups such as Facebook and Twitter. It was also apparent that teachers 
were turning to other teachers in their own schools (microsystems) for help, which is 
consistent with findings from a report by the Bill and Melinda Gates Foundation 
(2012) that found teachers, when trying to incorporate any new technologies into 
educational practice, turned to a peer as the first choice for guidance. This finding 
has relevance on two accounts. It demonstrates a willingness by teachers to invest 
their own time in finding out about practices and technologies that can support their 
digital teaching activities. Considered within the framework of the EST model it also 
reveals that continued mesosystem links such as participation in learning networks 
are an important part of teacher CPD and should be recognised officially as 
dedicated teacher time.  
 
5.5.3 Learning Management Systems 
Cosgrove et al. (2013, p. 38) contend that a learning management system ‘increases 
the possibilities of creating and sharing resources (both human and material) across a 
range of different environments’. In the present study, it was evident that some 
teachers, such as Michael (VP6MR) in the mixed rural school, were using platforms 
like ‘Edmodo’ where children had an opportunity to work collaboratively on 
projects. A similar platform, Google Classroom, was also in use in the Educate 
Together school. While a learning platform was not available in the Gaelscoil, 
Margaret reported on the activity of another teacher in the school who had set up a 
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webpage for parents to view their children’s (junior and senior infants) work online. 
This finding suggests that there are many ways of developing communication links 
between home and school that do not necessitate schools signing up to expensive 
learning platforms.  
5.5.4 Home School Connections 
Prensky (2010) advises that parents are a key part of the pedagogical partnership 
process. At a macro-level it has been already acknowledged that parents are viewed 
by the Irish state as a key partner is the education of the child ( DES 2015) .This 
study has already revealed the lack of ‘intersetting connections’ between home and 
school regarding the use of ICT for learning. However, it was very clear from 
interviews with teachers and with parents that parents are regarded as part of the 
school learning community. This would suggest that there are already in existence 
sound pedagogical partnerships on which future partnerships for the use of ICT as a 
tool for learning can be built. While it has been acknowledged that the Digital 
Strategy (DES 2015a) envisaged parents and schools working together, to date there 
has been little impact on developing relationships at a mesosystem level 
(Bronfenbrenner 1979) This observation would suggest that policy statements make 
very little impact on the everyday practices of teachers and schools. Policy initiatives 
and their aims are even more remote and distal to parents, as was evidenced in this 
study. Nonetheless, the findings reveal that there is a will on both sides to work 
together, which is an opportunity that should not be lost again in any future policy 
initiatives. Capitalising on this opportunity will require long term investment by the 
DES and by both schools and parents.  
 
5.6 CHAPTER SUMMARY 
This chapter presented an interpretation of the findings of this research study as 
framed by Bronfenbrenner (1979) Ecological Systems Theory. Viewed through this 
theoretical lens, this discussion has shown that there is no one factor that determines 
if and how ICT is used for learning, but rests on a number of interrelated factors 
across the four levels of the ecosystem. Situated within the ‘larger, ongoing 
dialogue’ (Cresswell 2009, p. 25) in the literature, this discussion has supporting 
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existing research while has simultaneously provided for the consideration of further 




CHAPTER 6: CONCLUSION 
6.1 INTRODUCTION 
This chapter provides a brief overview of main findings of the study which is then 
followed by a discussion on the implications for practice, policy and future research 
resulting from these findings. The strengths of the study are presented, and the 
limitations of the study are identified. The chapter concludes with some closing 
remarks. 
 
6.2 OVERVIEW OF FINDINGS 
Given the increased access to technology by children (Lauricella 2013; Smahel 
2020), the significance of parents’ role in their children’s learning (DES 2011, 2015; 
Goodall 2013; Goodall 2018b; Harris and Goodhall 2008), growing concerns 
regarding children’s online activity (O’Connor and Fotakopoulou 2016; Soykan 
2015; Teichert 2017) and the emphasis at an Irish governmental level on promoting 
ICT as a tool for learning (DES 1997, 1999, 2015) it seems particularly important 
and appropriate to understand what children, parents and teachers think of 
technology as a tool for learning. The objectives of this research project, therefore, 
sought to provide insight into how children parents and teachers perceive the use of 
ICT for school curriculum-centred learning; to examine the ways in which ICT is 
being used at home and school and to investigate barriers and facilitators of the use 
ICT for learning with ICT in the home environment and school environments. 
Underpinned by these objectives, three research questions (RQs) were developed:  
RQ1. How do children, parents and teachers perceive the use of ICT as a 
tool for learning in Irish primary education?  
RQ2. To what extent is ICT used in the home and in the school by children 
for the purposes of learning? 
RQ3. What are the barriers and the facilitators of ICT as a tool for learning 




The first research question of this study (RQ1) sought to explore how ICT was 
perceived as a tool for learning by children, parents and teachers and had as its focus 
a spotlight on Irish primary school, curriculum-centred learning. The findings 
demonstrate a melee of perspectives, within which there were often conflicting views 
on its suitability as a tool for learning. Children liked using technology, noted its use 
and benefits for learning, enjoyed the entertainment value of a number of educational 
tools but also indicated their preference for using it for purely entertainment and 
communication purposes, a view supported by interviews with parents and teachers. 
Many parents saw the potential that digital technologies had to offer but were also 
supportive of holding on to traditional teaching and learning practices. Many parents 
were cautious about permitting additional use of ICT for children even when it is for 
the purposes of formal school learning. ICT integration was largely seen by teachers 
as beneficial to children’s learning, however, the role and activities of the teacher as 
opposed to technology was deemed as the primary and most important factor in 
children’s learning.  
The second question presented in this study (RQ2) sought to examine the extent of 
ICT use for learning at home and at school. The key finding from this research 
question was that while there were examples of school learning through ICT at 
home, the home environment was largely reflective of informal, non-curriculum 
learning, that was learner rather than teacher led (Wellington 2001). However, 
school-specific subject areas such as the learning of the Irish language and 
mathematics with digital technologies was evident both at home and school. The use 
of ICT for school-initiated project work in both environments was also significant. In 
terms of devices, similarities (use of iPads and games for learning) and differences 
(IWB and mobile phones) between home and school use were noted.  
The findings for the third research question (RQ3) demonstrate the obstacles and 
opportunities across the four environmental levels that can enable or support the use 
of ICT as a tool for academic learning. The concern for the safety and wellbeing of 
children was a point of convergence between the participants in this study suggesting 
that this is an important factor that cannot be ignored in any future policy and 
practice developments. Children’s actions and activities reflected a 
compartmentalisation of their learning and non-learning lives which was seen to 
contribute to disconnect between home and school regarding digital technology use. 
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The findings also point to a lack of belief by parents in their own technical abilities, 
viewing the children and teachers as more experienced and more knowledgeable.  
For teachers, issues regarding teacher time, technical infrastructure and support, 
financial investment and CPD continues to be problematic. This finding is not new 
and has been highlighted in numerous reports and studies (Cosgrove et al. 2013; 
DES 2008; McGarr and Kearney 2009). While the void left by inadequate financial 
support has been somewhat filled by parents through fundraising activities, the 
finding demonstrates that these issues have been a continuous and significant barrier 
to ICT integration in schools for over twenty years.  
As such, a disconnect was evident at three environmental levels, the level of the 
home microsystem in relation to child-parent communication regarding ICT for 
learning; at a mesosystem level between home and school in relation to the provision 
of information regarding ICT that can benefit children’s learning; and thirdly a 
macro-micro disconnect at a policy-teacher-practice level. While the obstacles were 
many and seem to eclipse the possibilities of learning through ICT, opportunities 
were also present and were found in the visible enthusiasm of teachers to engage in 
interesting and meaningful practices that supported children’s learning. In addition, 
while mesosystem (Bronfenbrenner 1979) connections regarding ICT integration for 
learning was found to be weak in this study, the recognition of parents as partners in 
their children’s education by teachers provides for a solid foundation for the 
development of strong future pedagogical partnerships (Prensky 2010) between 
home and school.  
 
6.3 IMPLICATIONS FOR PRACTICE AND POLICY AND KEY 
RECOMMENDATIONS 
This study has revealed some important findings that has implications for policy, 
practice and future research. Drawing on the findings of this study, these 





6.3.1 Implications for Policy 
Since 1998, there has been a concerted effort by the DES to integrate digital 
technologies in schools as well as to develop digital resources for children and 
parents that can be used at home (DES 1997, 1999, 2000, 2015a, 2017).While the 
Digital Strategy (DES 2015a) demonstrates a shift in attention from technology 
integration, that was the focus of IT 2000 (DES 1997), to an emphasis on a ‘student-
centred’ experience (McGarr and Johnson 2019, p. 21), the findings from this study 
point to a disconnect between policy aspirations and practice relating to teacher CPD 
and home-school connections. With the Digital Strategy coming to an end in 2020, 
there are two significant factors arising from this research that require attention and 
consideration in the development of any new policy. These pertain to digital 
technology CPD and research opportunities for teachers and the positioning of 
dedicated personnel in schools to support national policy and local school and 
community aspirations. 
 
6.3.1.1 Teacher CPD – technology focused 
Previous research has highlighted a strong positive link between teachers CPD, 
teaching practices, and student outcomes (Darling-Hammond et al. 2017). A recent 
report by the National Council for Curriculum and Assessment (NCCA) on coding in 
the primary curriculum calls a stronger focus on cross curricular digital technology 
use as part of initial teacher education (NCCA 2019). This study has highlighted that 
teacher training in the use of ICT is problematic with many of the teachers 
expressing their discontent with training opportunities at a pre-service and in-service 
levels. Therefore, it seems that if the DES considers technology integration in 
schools to be transformative and necessary for the future of the Irish economy (DES 
2009, 2015), then teachers need to be allocated the required time to develop their 
own knowledge and expertise thereby enabling meaningful ICT integration in to 
their classroom practices.  
Some change to the expectations on teachers and principals must be realised and any 
new future policy on ICT in education must reflect the difficulties that teachers and 
principals have faced in integration to date. Teachers require training that is relevant 
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to their needs and more time to engage in CPD programmes that avoids adding 
pressure on schools to replace staff who avail of such opportunities. It was evident 
from my research for this study that included a review of the literature, following 
some of the conversations through ‘#Edchatie’ Twitter threads, and from my 
attendance at ICT conferences and workshops that there are many examples of 
practice in Ireland where teachers are engaging in non-formal learning spaces 
outside of their normal working hours and formal teaching practice.  
Formal recognition of teacher engagement in their informal collaborative learning 
exchanges and learning networks and appropriate staff development programmes, 
together with possible incentives such as subsidies toward the cost of a laptop or 
some additional ‘personal days’ (Bargary-O’Neill 2014) should be explored. These 
are issues that require careful consultation, consideration and planning at a 
macrosystems and microsystems level.  
 
6.3.1.2 Research opportunities 
The significance of research that both informs and is informed by teachers has been 
noted in the research literature (Goos 2013; Roche 2011; Twining et al. 2013). In 
Ireland, teachers are encouraged to carry out research that supports their learning and 
practice as professionals (The Teaching Council 2017). As part of its accreditation 
process, Higher Education establishments in Ireland that offer teacher education 
courses must have ‘The Teacher as Professional/Reflective Practitioner/Researcher’ 
as a mandatory component in their programmes (The Teaching Council 2017). In 
addition, the creating of ‘CROÍ’ (Collaboration and Research for Ongoing 
Innovation) and Teachers Research Exchange (T-REX) by the Irish Teaching 
Council signals the development of some positive research opportunities for 
teachers.  
Consequently, there is potential for teacher research initiatives that would allow for a 
connection between educational research and the practice of teachers in classrooms 
(Twining et al. 2013). However, this present study has highlighted a lack of 
published research conducted by practicing teachers in Ireland, which has been 
previously emphasised in the 2013 census of ICT in schools:  
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A significant factor impeding the integration of ICTs in teaching, 
learning and assessment is the lack of research information on the effects 
of the various ICT initiatives that have been implemented in recent years, 
both centrally, through funding by the Department of Education and 
Skills, and by other organisations and individuals. The availability of 
such information might help convince teachers and others of the benefits 
of ICTs in teaching and learning. It might also support the efforts of 
school leaders seeking to encourage staff to innovate and change 
traditional teaching practices. 
 (Cosgrove et al. 2013, p. 44) 
 
Coupled with lack of time and inadequate staffing resourcing as has already been 
highlighted in the findings of this study, there is an urgent need for clear direction on 
how teachers can be enabled to benefit from CPD research opportunities within 
current challenging time and curriculum constraints.  
 
6.3.1.3 ICT Co-Ordinator Role 
The moratorium on school promotions which was introduced in 2009 by the Irish 
government continues to have a significant impact on the primary schools ‘capacity 
to integrate and develop ICT initiatives within schools and between schools and 
homes. Clearly, having specialised dedicated ICT co-ordinator would be an 
advisable endeavour. While it may be economically challenging to allocate each 
school with a co-ordinator role, sharing personnel between schools may be an 
alternative. Such structures are already in operation through the sharing of learning 
support personnel between primary schools.  
 
6.3.1.4 Corporate Responsibility 
Evidence from this study and previous reports (DES 2008; NCCA 2004) has shown 
that schools are under pressure and have limited resources, both human and digital 
that can support children and parents. The technology giants such as Apple, 
Facebook and Google based in Ireland avail of a highly lucrative and contentious 
corporation tax of 12.5% (Smyth 2019). It therefore timely that such corporations 
demonstrate a social responsibility commitment towards the development of Irish 
education by working with government in supporting the wider education 
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community of schools, children and parents. Support through the provision of 
training, expertise and infrastructure would be a much needed and welcome 
development. 
6.3.2 Implications for Practice 
The previous section has highlighted the supports that are needed by teachers to 
successfully integrate ICT in their teaching practices. Resulting from the findings of 
this study, this section is concerned less with advising teachers what they need to do 
in their classrooms but instead a focus on developing relationships between home 
and school with the emphasis on support directed towards parents and children.  
 
6.3.2.1 Pedagogical partnerships 
What matters in the knowledge society is that parents become part of the 
school’s extended web of learning, and that teachers extend their sense of 
professionalism to include and embrace these broader learning 
partnerships. 
 (Hargreaves 2003, p. 17) 
 
This present study provided strong evidence of a willingness on the part of teachers 
and parents to work with each other to ensure that the best interests of the child are 
served. It also revealed a lack of focus on parental engagement activities that could 
support ICT home- school learning pedagogical partnerships. Instead, a discourse of 
concern for online safety issues characterised the relationship as was evident in the 
provision of safety related workshops for parents.  
As many parents viewed the stewardship of learning with ICT to be in the hands of 
the school, this would suggest that the school and teachers have a role in taking the 
lead towards the development of ICT based learning initiatives. However, viewed 
within EST framework (Bronfenbrenner 1979), the bi-directional nature of 
relationships would indicate that there is scope for teachers, parents and children to 
work together to harness what each has to offer (Goodall and Montgomery 2014). 
For instance, one of the findings of this study point to the interest in coding as a 
welcome development by parents and by teachers and corresponds with similar 
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findings by the NCCA (2019) during a consultative process with children, parents 
and teachers on coding in primary school. 
While many out of school coding clubs such as ‘Coder Dojo’ may be outside the 
reach of most children, learning to code is one example of an initiative that presents 
an opportunity where teachers, parents and children can learn together through 
training and workshops where the focus is learner-centred rather than school-centred 
(Goodall and Montgomery 2014). Such a move would also expand on a broader 
understanding of the home -school relationship that goes beyond a narrow 
understanding of parental engagement that is characterised solely by fundraising 
initiatives.  
Based on the findings of this study and other research (Goodall 2013), the DES and 
schools must also recognise that the adoption of ICT for learning at home depends 
not only on how the child perceives and engages with the technology but also on the 
unique circumstances of families (Goodall and Vorhaus 2011) and the extent to 
which parents are accepting of ICT for learning, whether those be curriculum and 
subject specific or for non-curriculum interests pursued by the child themselves. In 
addition, there is a need to consider that the competitive element of some 
programmes as was highlighted in this study may not suit all learners and may be a 
cause of more stress than is realised. Thus, if schools are opting for programmes 
such as the introduction of coding, ongoing evaluation and ‘dialogue’ (Goodall 2016, 
p. 120) is needed. This points once more to a specific need for a post of 
responsibility in a school that can support teachers as well as dedicate time to 
develop partnerships with parents and children (de Oliveira Lima and Kuusisto 
2020) that is built on mutual collaboration and respect (Goodall and Vorhaus 2011).  
 
6.3.2.2 Support for parents 
In consideration of the contention that parents are important learning role models in 
the lives of children (Goodall 2015), that positive parental engagement in their 
children’s learning is a significant key factor in academic outcomes (Borgonovi and 
Montt 2012; Deforges 2003; Epstein 2001; Harris and Goodhall 2008), and that 
parents ‘are the main gatekeepers of their young children’s use of technology’ 
(O’Connor and Fotakopoulou 2016, p. 236), the findings of this study endorse the 
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need to support parents in their efforts to help children realise the potential of ICT as 
a tool for learning.  
While the DES has made great strides since the inception of the first ICT in 
education policy (DES 1997) towards the development of digital resources to 
support school learning activities at home (such as ‘Scoilnet’), the majority of 
parents who participated in this study were not aware of such resources. 
Furthermore, several parents in this study saw the child and the teacher as having 
more expertise and while not using the phrase, self-identified as digital immigrants 
(Prensky 2001), even though many parents reported using technology in their daily 
lives. 
The findings of the study have highlighted the need to support parents in accessing 
relevant advice and suitable resources to support their children’s school learning 
activities through the use of ICT. Given the caution expressed by parents in this 
study concerning children’s use of ICT, the advice of O’Neill (2015) is significant in 
that children young people and their parents ‘should not always be seen as the target 
of awareness-raising but also as active agents with a central role in promoting and 
supporting safer Internet practices’ (p. 8). In addition, with the recognition that 
schools and parents are unique (Goodall 2017), solutions must be adapted to suit the 
circumstances of the school and its wider community with an emphasis on 
empowering children and their parents rather than a focus on restriction of children’s 
use (O’Neill 2012). Therefore, a calibrated and somewhat prudent approach is 
needed and points to the need for further research that can explore such 
opportunities.  
 
6.3.2.3 Support for children 
This study has shown that while children do use digital technologies for school 
learning both at home and at school, it appears from an analysis of the data in this 
study that they are largely satisfied with using ICT mainly for entertainment and 
communication purposes. Harnessing an interest in ICT for school learning can be 
achieved only if children are equipped with support that goes beyond using ICT for 
research purposes for project work and that goes beyond bringing in devices on 
‘special days’ like Christmas break or end of year. For instance, there were many 
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examples of children using technology at home for informal learning opportunities. 
Providing children with an opportunity to showcase their learning through ICT in 
school may contribute to the ‘intersetting-connections’ (Bronfenbrenner 1979, p. 
218) that were absent in this study and a more visible understanding of the learning 
at home that may go unnoticed by the school. In this way, the wider use of ICT for 
learning can be recognised and one which develops children’s ownership of their 
own learning and pedagogical partnerships (Prensky 2010) between children and 
their parents, parents and schools and teachers and their students.  
 
6.3.3 Key Recommendations Arising from this research 
As noted above, the findings of this study have a broad range of implications for 
policy and practice issues. This section synthesises the key recommendations arising 
from this research project, suggesting that a number of factors at different levels of 
the environment are required to facilitate such developments.  
 
6.3.3.1 Prioritise the allocation of personnel and funding resources 
As presented in the Findings and Discussion Chapters, as has been observed above 
in section 6.3.1.3, and as has been noted in previous research reports (Cosgrove et al. 
2013), the role of an ICT co-ordinator in schools or a designated role of 
responsibility cannot be underestimated. An analysis of the data revealed that lack of 
time for teachers to develop and implement ICT in their teaching and learning 
activities is a matter of great concern (Section 4.4.1.2). This present study has 
highlighted the explicit need for a post of responsibility in all primary schools, such 
as ICT Co-ordinator role. Such a development has financial implications, which 
could somewhat be alleviated should the DES consider a shared post between 
schools as is already in existence between schools in the form of learning support. 
Such a post could facilitate the development of skills and knowledge in the school, 
support teachers in their interactions with digital technologies. This post could also 
enable dedicated time to the development of school partnerships with parents, the 
rhetoric of which has been evident for twenty years (DES 1997; DES 2015a) in Irish 
ICT in education policy. 
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6.3.3.2 Foster and strengthen partnerships 
An analysis of the data revealed that many parents are unaware of what kinds of ICT 
can support their children’s learning (Section 4.4.1.12), with some parents 
suggesting that this is the responsibility of the school (4.1.1.13). Indeed, this study 
revealed that the meso-system connections between the home and school regarding 
the use of ICT for learning was weak. This was not only evidenced in the lack of 
knowledge by parents on how ICT was being used in the school but also in the lack 
of synergy between children’s digital learning activities and technology use at home 
and in school. However, an analysis of the data revealed that there is a strong 
willingness on the part of teachers and parents to work with each other. The role of 
an ICT Co-ordinator as indicated above in section 6.3.1.3 and 6.3.3.1 could support 
the development and strengthening of such relationships. In addition, such a role 
could facilitate the development of inter-teacher and inter-school collaborations in 
the primary school sector regarding the integration of ICT in teaching and learning. 
It is clear from the findings in this study that cohesive strategies are now required 
and will depend on institutional supports at the microsystems school level and 
governmental support at a macrosystems and ecosystems environmental policy level. 
 
6.3.3.3 Support Teacher Training relevant to their needs 
A growing body of research on the use of ICT (section 2.4.6.2) in education in 
Ireland has highlighted the problems underpinning the current provision of training 
for teachers in the use of ICT. As has been also demonstrated in this study (Theme 4- 
The Poisoned Chalice; Chapter 5- Discussion; section 6.3.1.1), the current training 
infrastructure for teachers is not fit for purpose and will continue to be a first order 
barrier (Ertmer 1999) if not adequately addressed.  For instance, the challenge of 
time and resourcing for teachers to engage in training was a key finding of this study 
(Sections 4.4.1.2; 5.4.3.1). Indeed, as noted in Chapter 3- Research Design, 
organising interviews with teachers was challenging due to the infrastructural and 
resourcing constraints faced by the participating schools. A recommendation from 
this study therefore is that allocated, dedicated time for teachers is essential to 
facilitate the development of their skills and knowledge and thereby enabling the 
development of the digital capacity of the wider school community.   
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6.4 FUTURE RESEARCH 
As an exploratory study, the findings have provided insight into the use of ICT for 
learning from an Irish primary school stakeholder perspective while also highlighting 
areas of research that warrant further investigation. The findings from the study raise 
a number of important issues in relation to the use of ICT for learning. For example, 
how can children safely and effectively navigate an online world that can support 
their learning? To whom and from where can parents, children and teachers turn to 
for guidance and advice? With the focus primarily on using technology at home for 
entertainment and communicative purposes, how can children, parents and schools 
work together so that the potential for learning with ICT can be explored? These are 
some of the questions that have arisen out of this study and would benefit from 
further investigation. Specifically, however, a number of areas have been identified 
for future research. These pertain to an exploration of the impact of negative media 
reporting of ICT on parental attitudes, examining digital technology use and learning 
theory, assessing the use of applications for learning and finally examining the 
impact of the Covid-19 pandemic on attitudes and use of ICT as a tool for learning. 
 
6.4.1 Impact of media reporting 
The concerns that parents had for their child’s wellbeing were significant in this 
study with many parents offering examples of instances where they had witnessed 
the negative impact of ICT use on their child. There were also indications that 
parents’ attitude to ICT had been shaped by negative reporting of ICT; however, no 
specific indications were offered as to the source of ‘stories of horrific things’ 
(Robyn, PPDEIS). Since the collection of data for this present study, there has been 
global media attention (Brophy 2020; Caden 2018; Teitell 2019) concerning the use 
of ‘Fortnite’, an online virtual game. This game has a Common-Sense Media rating 
of 13 years old but has attracted the attention of very young children. Therefore, a 
valuable project future research project would be the exploration of media reporting 
on parental attitudes and how it shapes their children’s media use. 
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6.4.2 The concept of learning 
This study did not propose a definition of learning at the outset. It did not seek to 
determine if classroom practices were aligned with a particular theory of learning. 
However, its findings support the contention that no single learning theory can 
effectively capture the range of practices that occur through learning with technology 
(Albion 2015). Conversations with teachers revealed for instance that they drew on a 
number of learning theories (constructivist, connectivism), and their own 
professional knowledge, in deciding what worked for them in their classrooms. The 
words of Darling-Hammond (2017) provide useful insight into the ways in which 
teachers use a myriad of learning approaches in their classrooms: 
What the teacher does is to dip into a deep basket of intersecting theories, 
research, and personal as well as professional knowledge and decide how 
they come together for his or her classroom. 
 (Darling-Hammond et al. 2001, p. 18)  
 
Similarly, the children’s use of programmes such as ‘Manga High’ which feature an 
inbuilt rewards system are reflective of behaviourist learning theory. Future studies 
exploring the topic of learning with ICT with may therefore wish to examine how 
home and classroom practices align with different learning theories thus providing a 
good extension to the findings of this present study. 
 
6.4.3 Pedagogically informed Applications 
This study builds on previous research (Chiong and Shuler 2010; Griffith et al. 2019; 
Pasek et al. 2015) that has pointed to the need for further research on applications 
that are being marketed as having an educational value. In this study, the importance 
of having educational applications and games underpinned by a solid pedagogical 
approach (Divjak and Tomić 2011) was mentioned by two of the teachers. Seamus 
(PET), in particular, was highly critical of mathematics applications. While it was 
evident that children enjoyed the entertainment value that educational games and 
applications had to offer, it was clear that the vast offering of ‘apps’ proffered under 
the guise of ‘educational’ leaves parents at a loss as how ICT can support their 
children’s learning. While it was beyond the scope of this study to examine the 
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pedagogical foundations of the applications reported, it is worthy of further 
investigation.  
 
6.3.4 Using the PPCT model 
While the use of Bronfenbrenner’s (1979) earlier ecological model in this study 
allowed for a broad overview of the factors at that can hinder or facilitate the use of 
ICT for learning and that can shape perspectives on digital technology use, findings 
from this study would suggest that person characteristics are an important element in 
how a child might adopt ICT for learning. For instance, it was widely recognised that 
children who experience learning difficulties greatly benefit from ICT use. Future 
studies therefore might want to consider using Bronfenbrenner’s later model, the 
bioecological model that is underpinned by four elements: Process-Person-Context-
Time - PPCT (Bronfenbrenner and Ceci 1994; Hayes et al. 2017). A study for 
instance examining characteristics such as age, gender, temperament and preferred 
approaches to learning would provide for additional understanding of children’s use 
of digital technologies for learning. A longitudinal study using the PPCT model 
could also be designed to map children’s use of ICT for learning over time such as 
exploring the differences as they move along the trajectory of learning from primary 
to higher education.  
 
6.5 LIMITATIONS OF THE STUDY 
In line with the interpretative research paradigm, a qualitative approach was taken, 
using as its main data collection tool, in-depth semi-structured interviews with 
teachers and parents and focus groups with children. The qualitative methodological 
approach of using semi-structured interviews and focus groups provided a rich 
understanding and a robust account of the complexity of the topic under 
investigation. While every effort was made to ensure that this study was conducted 
in a safe, ethical and rigorous manner that prioritised the views of the participants 
while also acknowledging the role of the researcher in the process of data collection, 
analysis and interpretation, the study was not without its limitations. These 
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limitations pertain to the teacher interview sample, interview and focus group 
limitations, and the limitations in reviewing the research literature.  
 
6.5.1 Teacher Sample Size 
Despite numerous attempts to recruit teacher participants for this study, a small total 
of only seven teachers volunteered to participate. The small number of participants 
may indicate a lack of interest in the topic or a lack of time: however as has been 
noted in Chapter 3- Research Design, it was very difficult to organise a suitable time 
with the teachers who did volunteer. A greater number of teachers may have given 
additional insight into the research topic. In additional, relying on one teacher’s 
perspective from each school (with the exception of Michael and Caroline who came 
from the same school), it cannot be inferred that all teachers in that school held 
similar beliefs or used similar technology practices in their teaching. Therefore, it is 
important to reiterate the point that this study is not meant to be representative of the 
views of teachers in those schools or all primary school teachers in Ireland.  
 
6.5.2 Interview and Focus Group Limitations 
While the use of semi-structured interviews with parents and teachers provided an in 
depth understanding of the topic, there are some limitations in using both methods as 
data collection instruments. For instance, researchers need to be aware that children 
may be led by questions posed by an adult (Kvale and Brinkman 2009) and 
children’s ‘tendency to view the facilitator as an authority figure, such as a teacher, 
and respond accordingly (Morgan 2002, p. 8). Furthermore, while some 
commentators (Kitzinger and Barbour 1999) point to strength in participants 
knowing each other, as was the case in this present study, it is difficult to ascertain if 
children influenced or were influenced in their responses. With regards to teacher 
interviews, some teachers may not have felt comfortable with discussing their use or 
lack of use of ICT or how their school had facilitated CPD.  
Similarly, in interviews with parents there may have been sensitivity around 
technological abilities and affordability issues. I was acutely aware of these 
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dynamics before I entered the research field and every effort was made to put 
participants at ease as has been discussed in detail in Chapter 3-Research Design. 
However, should future studies take a similar methodological approach to the one 
taken in this study, they might want to consider the use of the diary method (Duke 
2012; Given et al. 2016) ‘to investigate social, psychological, and physiological 
processes, within everyday situations’ (Bolger et al. 2003, p. 580). This would have 
enabled parent and children participants to record their observations of ICT use for 
learning at home. However, the single- researcher nature of this study and PhD time 
constraints did not allow for the use of a diary on this occasion.  
 
6.6 STRENGTHS OF THE STUDY 
The core aim of this study was to provide an in-depth exploration on the use of ICT 
for school curriculum-centred learning as perceived by children, parents and 
teachers. As an exploratory study, underpinned by an interpretivist philosophy, a 
qualitative methodological approach was taken using semi-structured interviews with 
23 parents, 7 teachers and 6 focus groups with children. The strengths of this study 
lie in the adoption of an interactive research design (Maxwell 2013), the use of 
Bronfenbrenner’s ecological systems theory (Bronfenbrenner 1979) and its 
contribution to research.  
 
6.6.1 Research Design 
Richards (2005, p. 134) counsels that ‘the ultimate excitement and terror of a 
qualitative research project is that you can’t know at the start where it will end’. This 
study used an interactive model of research design that allowed for revisiting and 
evaluating the research design of the study (Maxwell 2013; Richards 2009). In the 
early days of this project, largely guided by my interest in parental engagement in 
children’s learning and by the research literature (Daly 2009; Deforges 2003; Epstein 
2001; Harris and Goodhall 2008), this study initially had as its focus, parental 
perspectives on the use of ICT as a tool for learning in the home environment 
(Appendix C). However, together with the study’s progression and a decision to use 
Ecological Systems Theory (Bronfenbrenner 1979) as its theoretical framework, the 
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research design was revisited to include children and parents in the study and to 
explore ICT use at home and at school that was reflective of formal school as well as 
informal and non-formal practices. Ultimately, this decision brought layers of 
dimension and depth which made an important contribution to the ‘ecological 
puzzle’ (Mason 2018, p. 59) of the study.  
 
6.6.2 Ecological Systems Theory Framework 
One of the most important components of a research project is the choice of a 
theoretical framework that supports the structure and vision of the study. The 
theoretical framework ‘provides a grounding base, or an anchor, for the literature 
review, and most importantly, the methods and analysis’ (Osanloo and Grant 2016, 
p. 12). A detailed discussion on how the EST model has been aligned with the 
research design of the study has been presented in Chapter 3 – Conceptual and 
Theoretical Literature. I would argue that the use of Bronfenbrenner’s ecological 
model provided for a very broad ‘helicopter’ view of how ICT was viewed as a tool 
for learning by the participants in this study.  
The framework also offered insight into the complexity of the topic that is inclusive 
of immediate (micro) and wider contextual (macro) factors that bear impact on ICT 
use for school learning. In addition, the use of an EST model involved exploring 
related literature pertaining to macrosystem, exosystem, mesosystem and 
microsystems factors that impact on the use of ICT as a tool for learning. This 
provided for a broad and insightful contribution to the research topic and a means of 
‘connecting the dots’ (O’Neill 2015, p. 18) of the study.  
 
6.6.3 Contribution to Research 
The findings of this study have shown that despite its significance for school 
learning (DES 1997, 1999, 2015a; NCCA 2019) there are significant gaps in the 
literature with regard to the use of ICT for learning from an Irish perspective and in 
Irish primary schools more specifically. Somekh (2006) contends that ‘academic 
researchers and writers should give greater acknowledgement to the influences on 
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educational technology above and beyond the context of the individual learner and 
their immediate learning environment’ (p. 68). This knowledge generated by this 
study builds on previous national and international studies exploring the use of ICT 
for learning (BECTA 2008); health and wellbeing concerns as well as Irish studies 
concerning development of ICT within education (Gleeson et al. 2001; Judge 2013; 
McGarr 2008; McGarr and Johnson 2019).  
Although there are Irish studies that have examined the integration of ICT in schools 
in Ireland (Cosgrove et al. 2013; Judge 2013; McGarr and Kearney 2009), there has 
been surprisingly little attention given to how technology is viewed as a tool for 
learning from the perspectives of children and parents. While there has been much 
focus on the ‘screentime’ debate (Blum-Ross and Livingstone 2016; Lauricella et al. 
2013; Plowman 2015), parental engagement with their children’s digital learning 
activities has been generally unexplored. Furthermore, examining perspectives on 
the relationship between the home and the school in the engagement of ICT for 
learning has remained overlooked.  
Therefore, this present study offers new, relevant and nuanced insights into how ICT 
is viewed by primary school children and primary school parents that goes beyond 
the findings of previous studies, particularly in an Irish education primary school 
context, thereby contributing an important and unique contribution to the field of 
policy and teacher studies. Specifically, the interview data were collected after the 
introduction of the most recent ICT in education policy, the Digital Strategy (DES 
2015a), and therefore offers unique insights into how the policy was perceived by 
teachers and by parents at this time. In addition, this study has provided a more 
holistic understanding of the complexities surrounding the integration of ICT in 
schools that includes but also goes beyond first and second order barriers (Ertmer 
1999).  
The study also contributes to research on parental engagement, which is well-
developed internationally (Epstein 2001; Epstein and Clark 2004; Goodall 2013) and 
nationally (Kellaghan and Daly 2010; MacGiolla Phádraig 2010). This study adds to 
an emergent body of research on children’s agency and their own pedagogic beliefs 
regarding the use of digital technologies for learning. Deemed by Fattore et al. 
(2007, p. 26) as ‘usually a silenced group in our society, in terms of contributing to 
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policy development’, this study has demonstrated children’s perspective on the use 
of ICT for learning and challenges policy makers to consider the relevance of ICT 
more broadly in children’s lives. The study provided insight into children’s point of 
view on a topic that occupies a significant part of their daily lives and therefore 
responds to calls from previous researchers to include children in research studies 
(Al Dosary 2017; Mason and Danby 2011). This study is unique in that, rather than 
introducing a tool to measure the impact of ICT on learning, it offers as its starting 
point an insight into how children view technology as a tool for learning. Future Irish 
studies such as Children’s School Lives (CSL), the new longitudinal study which 
commenced in October 2019, are a welcome development and reflect a move in 
informing a new Irish primary school curriculum through practice and research that 
prioritises the voice of the child. 
 
6.7 COVID-19: THE PERFECT STORM FOR ONLINE LEARNING? 
The final stages of the writing of this thesis took place at the beginning of the 
outbreak of the global pandemic, Covid-19. In the Republic of Ireland, primary and 
secondary schools as well as all higher education institutions were closed and placed 
on lockdown in mid-March 2020 and a total lockdown of the country soon followed. 
The shift to online teaching and learning has become the focus and suddenly, homes 
have surpassed schools as the environment where formal school learning takes place. 
Teachers and schools have been forced to consider how learning can take place in a 
very short space of time through the medium of ICT. 
Switching to remote learning for children may present challenges as they live 
without the structure of the school day and the peer connections that are so crucial 
for child development. Equally, in a short space of time, not only have most parents 
been forced into a role of being the principal teacher of children, but also of 
providing an environment that is conducive to learning through technology at home. 
Concerns have already been raised that children do not have access to laptops at 
home and in April 2020, the Department of Education provided an additional €10 
million to the €210 million already provided through the Digital Strategy for School 
since 2015 (DES 2020). This additional €10 million in funding is for schools to 
purchases laptops for final-year students who do not have access at home.  
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Arising from the findings of this study and the challenges as reported by children, 
parents and teachers, future research might explore the experiences of children, 
parents and teachers during this Covid-19 period. Furthermore, in addition to the 
need to support children, teachers and parents, further exploration is needed on the 
types of devices that are conducive to children’s learning. With the proliferation of 
small screen devices such as phones and tablets at home, caution is needed moving 
forward by schools on the types of technologies that will support children’s learning. 
Similarly, when parents or ‘Santa’ are bringing devices into homes, consideration 
needs to be given to what will contribute to, rather than detract from, learning 
through ICT.  
 
6.8 REFLECTION ON THE CONCEPT OF LEARNING 
This study sought to explore the use of ICT for learning from the perspectives of 
children, parents and teachers and had as its focus school, curriculum directed 
learning while also being open to the learning activities as described by the 
participants in the study. Having worked in education as a secondary school teacher 
and in higher education for more that twenty-five years, I have met with many 
writings on learning and how children learn from those such as Bandura (2000) 
Bronfenbrenner (1979) and Vygoysky (1979) to name but a few. Throughout this 
study, I have engaged in a process of reflection on what is meant by the concept of 
learning. At the end of this study, I have come to decide that there is no one 
definition of learning that can do justice to the different ways and means through 
which people learn or indeed what is considered by individuals as learning. I have 
found through analysis of the data and my own engagement with a PhD programme, 
that learning is an intensely subjective experience that includes how individuals 
themselves may define learning but also the numerous and diverse means through 
which individuals learn. I am reminded in particular about the number of instances in 
the data where children spoke about their pursuit of informal learning activities such 
as learning a fictional language from ‘Game of Thrones’ which they considered as 
learning. Such activities however may not be recognised or considered by others as 
learning, however interesting or important they are deemed by the child or the 
individual. What I have learned in this study is that individuals will have their own 
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definition of what learning is. What seems most important then is not what learning 
is but how can learning, however defined, be supported that is open, inclusive, 
enjoyable and that supports its continuation into adulthood.  
 
6.9 CLOSING REMARKS 
While this study draws a close, it is my hope that the journey does not end here. I 
believe that the findings of this study will be of value to the wider education 
community of policy makers, teachers, parent groups and parents themselves as it 
has provided important insights into how ICT is perceived as a tool for learning. This 
study concludes with the words of Sherry Turkle who counsels that ‘we don’t need 
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Thank you for your Research Ethics application which was recently reviewed by the 
Education and Health Sciences Research Ethics Committee.   
The recommendation of the Committee is outlined below: 
Project Title:  2016_01_01_EHS – The use of ICT for learning at home: 
Exploring the perspectives of parents of primary school children in the 
Republic of Ireland 
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Principal Investigator: Sibel Erduran 
Other Investigators:   Marie Parker-Jenkins, Carolann Bargary O'Neill       
Recommendation:    Approved subject to Minor Amendments/clarifications 
as outlined in the attached Feedback Sheet. 
 
Please note Minor Amendments (with a cover note outlining changes made) must 
be submitted to EHSREC within 3 months, otherwise this ethics application will 
be considered ‘Withdrawn’. Please note that full approval will not be granted 
until these amendments have been approved by EHSREC.   
 Yours Sincerely 
Marianne Tormey  
On behalf of Anne O’Brien 




Sent: 28 June 2017 12:02 




Dear Marie, Carolann 
Thank you for your amended Research Ethics application which was recently 
reviewed by the Education and Health Sciences Research Ethics Committee.   
The recommendation of the Committee is outlined below: 
Project Title:  2017_06_08_EHS – ‘The use of ICT for learning at home by 
Primary School Children in the Republic of Ireland from the perspectives of 
parents, children and teachers’. 
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Principal Investigator:   Marie Parker Jenkins  
Other Investigators:      Carolann Bargary O’Neill. 
Recommendation:   Approved until June 2019. 
  
Please note that as Principal Investigator of this project you are required to submit a 





Administrator,  Education & Health Sciences 
Research Ethics Committee 
Ollscoil Luimnigh / University of Limerick 
Guthán / Phone +353 61 234101 
Facs / Fax +353 61 202561 
Ríomhphost / Email:  anne.obrien@ul.ie 












APPENDIX B: Letter to School Principals/ Manager of Community 
Development Organisation 
Dear (Name of Principal/ Manager of Community development organisation)    
Thank you for taking my call recently regarding my research which centres on an 
exploration into the perception of parents on the use of Information Communications 
Technology (ICT) for learning whose children attend primary school in the Republic 
of Ireland. The title of my research is ‘The use of ICT for learning at home: 
Exploring the perspectives of parents of primary school children in the Republic of 
Ireland.   
I am delighted that you are willing to assist me in recruiting parents of primary 
school children for this study. As we discussed, I will be interviewing parents 
through both focus group and individual interviews. I will call you in the coming 
weeks regarding a time that is suitable for you to meet. At that meeting I will bring a 
pack with me that will include a letter of introduction that will be sent home by the 
school to the parents, some background information regarding the study and the 
themes that might be explored explore during the focus group interviews which will 
last typically about one hour and thirty minutes.   
Before the interviews commence, I will discuss and clarify any questions that the 
participants may have including the ethical issues of confidentiality and how the data 
collected will be used in the research process.   
Should you require any further clarifications on the study in advance of that meeting, 
please do not hesitate to ask to contact me or my supervisor at the email addresses 
listed below. I would like to express my sincere thanks for your assistance in this 
study.   
Yours sincerely  
Carolann Bargary Prof. Sibel Erduran 
Structured PhD in Education sibel.erduran@ul.ie 






APPENDIX C:  Introductory Letter to potential participants, expression of 
interest form, background information and interview consent 
form 
Dear (Name of Participant)  
My name is Carolann Bargary and I am currently undertaking a PhD. in Education 
through the University of Limerick. My research theme centres on an exploration 
into the perception of parents on the use of Information Communications 
Technology (ICT) for learning whose children attend primary school in the Republic 
of Ireland. The title of my research project is ‘The use of ICT for learning at home: 
Exploring the perspectives of parents of primary school children in the Republic of 
Ireland.  
I am interviewing parents through both focus group and individual interviews. The 
focus group will comprise of between 6-8 participants. The interviews are one to 
one. I enclose some background information regarding the study and the themes 
which we might explore during the focus group interview which will last typically 
about one hour and thirty minutes.  
Should you require any further clarification in advance, please don’t hesitate to ask 
to contact me. Before the interview commences, I will also discuss and clarify any 
questions you might have including the ethical issues of confidentiality and how the 
data collected will be used in the research process. If you decide to participate in the 
research project, you have the right not to answer a question. Similarly, you have the 
right to withdraw from the research process at any stage, without explanation.  
Should you require any further clarifications on the study, please do not hesitate to 
ask to contact me or my supervisor at the email addresses listed below.  If you are 
interested in taking part in this study, I would be grateful if you could fill in the 
attached form and indicate your preference is for a focus group or individual 
interview and return it to the school. From there, I will contact you directly regarding 
a date, venue and time.  
Yours sincerely  
Carolann Bargary Prof. Sibel Erduran 
Structured PhD in Education sibel.erduran@ul.ie 
University of Limerick  Tel: 061-202063 




C.1: Information Sheet for Focus Group Participants 
Background to the Study  
Ireland appears to be a technology-user, internet-user rich society and in the last 
decade there has been significant adoption of ICT (Information and Communication 
Technology) in both the school and home environments. The use of digital 
technologies as an integral part of teaching and learning in the primary school 
curriculum has been endorsed by several policies and plans (DES 1997, 1999, 2000). 
Whilst it is widely acknowledged that parents play an important role in the education 
and development of the child, there has been very little consideration given to what 
parents think about the use of ICT for learning at home.   
Aim of the Study  
The primary aim of the study is to examine and seek an understanding of the views 
of parents’ use of ICT for learning in the home environment. I am interviewing 
parents through both focus group and individual interviews.   
Themes for Discussion  
The following are an indication of the themes that we will be discussing at the Focus 
Group discussion. The focus group interview will take approximately one and a half 
hours.   
1. What are parents’ views on the role and use of ICT for learning in the home?  
2. How do parents define their role in the engagement with ICT for learning in 
the home  
3. What factors drive parents to use ICT in the home- where are the influencers- 
Why do parents continue to buy technology for use at home?  
4. What factors encourage or prevent the use of ICT at home for learning? Do 
you think that parents need more support in the use of ICT for learning? 
Where should this support come from?  
5. Is there in an emphasis in the primary school on the use of ICT to support 
learning? Are parents aware the ways that ICT is used in the school to 





C.2: Expression of Interest Form (parent) 
 
Research Title: ‘The use of ICT for learning at home: Exploring the perspectives of 
parents of primary school children in the Republic of Ireland.  
  
  
I would like to participate in your research project. Please contact me by (please 
indicate your preference) 
Phone:      




I understand that my participation in this research project is voluntary and that I 










C.3: Interview Consent Form (Parent) 
Title of Project: The use of ICT for learning at home: Exploring the perspectives of 
parents of parents of primary school children in the Republic of Ireland  
Please read the statements below and tick the box if you agree with that 
statement.                
 YES NO 
I agree to participate in a one to one interview with Carolann 
Bargary O’Neill and to discuss my perspectives on the use of 






I understand that the interview is confidential and that there 
will be no identifying characteristics or features in the 






I have read the information sheet and understand what the 






I understand that I will be given a copy of the interview 
transcripts to read following the interview and that I have the 






I know that my participation is voluntary and that I can 
withdraw from the study at any stage without giving a reason 







Signature of Participant ______________________________ 
Date:   
 
  
  Signature of Researcher/PhD student ___________________ 
  Date: 
 
  









APPENDIX D:  Indicative Parent Interview Guide 
1. Can you tell me about the types of ICT’s that are used in your home?   
2. Do your children use technology a lot at home and what do they mainly use it 
for?  
3. Do you think that ICT has a role in your children’s learning?  
4. Do you use ICT to support your children’s learning at home? Can you give 
me some examples?   
5. Who has been the main instructor of your child’s use of ICT in the home?  
6. Why do you or continue to buy technology for use at home? For what 
purpose is technology bought? Primarily leisure or learning?  
7. What are the main factors that impact on your decision to buy technology in 
the home?  
8. Are you aware of the ways in which ICT is being used in your primary 
school?  
9. Does your primary school emphasise the use of ICT for learning? By what 
means?   
10. Are you aware of any online resources that are freely available to you such as 
Scoilnet? If so, do you think these are important? Would you like to see more 
of them?   






APPENDIX E: Biographical Information Questionnaire 
Name    
  
Phone 




Age    

























Please Circle  
  
Husband and Wife with children  
Cohabiting couple with children  
Lone mother with children  
Lone father with children  










        
                    Age   
 
Child 1  
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Child 2                
  
 Child 3   
  
 Child 4   
  







Please Circle  
  
• Primary  
• Lower Secondary  
• Upper Secondary  
• Further Education  
• Third Level  
• Post- graduate  
• Other- please indicate or please provide additional 
information if you wish  
 
  




Please Circle all that apply to your household    
 
                                                         If more than one, how many? 
TV          
DVD   
Internet Access   
Smartphone (all types)    
Tablets (all types)   
Laptop   
Computer    
Scanner   
Printer  
Camera   
ICT Toys (e.g. leapfrog) Please specify.   














APPENDIX F:  Letter to School Principal regarding focus group interviews 
with children and interviews with teachers and focus  
Dear Principal,  
I would like to take this opportunity to sincerely thank you for your assistance in 
helping me recruit parents for phase one of my research project; ‘The use of ICT for 
Learning at Home by Primary School Children in the Republic of Ireland from the 
perspectives of parents, children and teachers’.    
I am now entering phase two and phase three of the study. For phase two of the 
study, I will be recruiting primary school children to participate in focus group 
interviews. With your permission, in advance of the focus groups, I would like to 
conduct an information session in the school with the children about the topic so that 
they can decide if they wish to participate in the focus group. Parental consent is 
required for children to attend and I would also like to request that the class teacher 
will also be present. Following the information session, those children that volunteer 
for the study will receive a letter of information for their parents. Parents will also be 
required to co- sign a consent form/assent form which will be returned to the school. 
I will double check the consent/assent forms and the class teacher for signatures in 
advance of commencement of the focus groups. I am enclosing the consent forms for 
your perusal. Whilst my research topic is not potentially sensitive, to alleviate as far 
as possible any potential difficulties that may arise in the focus group interviews, I 
would like to arrange a meeting with you in advance of the focus groups taking place 
to discuss the Child Protection Policy and Child Protection Guidelines of the school.    
For phase three of the study, I am interested in speaking with teachers in order to 
seek an understanding about their views on this issue. I would be most grateful if 
you would distribute the enclosed letter of information to your teaching staff so that 
teachers may self- nominate for the purpose of the study. From there, teachers will 
have the opportunity to contact me directly regarding the study and to discuss and 
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clarify any questions that they may have including the ethical issues of 
confidentiality and how the data collected will be used in the research process.   
Again, my sincerest thanks for your assistance with this research project. I will 
contact you shortly to discuss the above and to make arrangements for a meeting.   
Yours Sincerely 
Carolann Bargary Prof. Sibel Erduran 
Structured PhD in Education sibel.erduran@ul.ie 







APPENDIX G:  Introductory Letter, information sheet, interview consent form 
(teacher) 
Dear Teacher, 
My name is Carolann Bargary O’Neill and I am currently undertaking a PhD. in 
Education through the University of Limerick. My research theme centres on an 
exploration of the perception of parents, children and teachers concerning the use of 
Information Communications Technology (ICT) for the purpose of learning. The 
title of my research project is ‘The use of ICT for Learning at Home by Primary 
School Children in the Republic of Ireland from the perspectives of parents, children 
and teachers’.   
I am currently interviewing parents regarding their perspectives on the use of ICT for 
learning at home and I am interested in speaking with teachers in order to seek an 
understanding about their views on this issue. Focus groups will be conducted with 
primary school children. I am inviting you to participate in this study. If you are 
agree to take part in the study, you will participate in a semi-structured interview that 
will last approximately forty minutes. I enclose some background information 
regarding the study and the themes which we might explore during the interview. 
Should you require any further clarification in advance, please do not hesitate to ask 
to contact me or my supervisor at the email addresses listed below. Before the 
interview commences, I will also discuss and clarify any questions you might have 
including the ethical issues of confidentiality and how the data collected will be used 
in the research process. If you decide to participate in the research project, you have 
the right not to answer a question. Similarly, you have the right to withdraw from the 
research process at any stage, without explanation.  
I would be very pleased if you would participate in this study and I would be grateful 
if you could email me at: Carolann.ONeill@ul.ie. From there, I will contact you 
directly regarding a date, venue and time.  
Yours Sincerely 
Carolann Bargary Prof. Sibel Erduran 
Structured PhD in Education sibel.erduran@ul.ie 
University of Limerick  Tel: 061-202063 




G.1: Information Sheet for Teachers 
Background to the Study  
Ireland appears to be a technology-user, internet-user rich society and in the last 
decade there has been significant adoption of ICT (Information and 
Communication Technology) in both the school and home environments. The use 
of digital technologies as an integral part of teaching and learning in the primary 
school curriculum has been endorsed by several policies and plans (DES 1997, 
1999, 2015). The emergence of new technologies also provides for new learning 
opportunities to emerge in the home environment. Contextually, this study is situated 
within the setting of the home and gives recognition to the importance of the home as 
a site of learning and to the important role parent’s play in their children’s education. 
It also gives recognition to the perspective of the child, viewed by Alderson (2008) as 
‘the primary source of knowledge about their own views and experiences’. Thirdly, 
this study acknowledges the role of the school and the teacher in the use of ICT for 
learning. This study aims to address to address the gap in the literature, particularly 
in the Irish context and to contribute to the expansion of knowledge in an important 
yet largely un- researched area. 
Aim of the Study  
The primary aim of the study is to explore the use of ICT at home for the purposes of 
learning from the perspectives of parents and children and teachers. It aims to 
investigate the extent to which parents and children engage with ICT’s in the home 
for the purpose of their children’s learning. Finally, the study seeks to explore 
parental and teacher perspectives on the role of the school and the Department of 
Education in the adoption of ICT in the home for learning.   
Themes for Discussion at interview 
The following are an indication of the questions that we will be raised at the 
interview.  
• What are teachers’ views on the role and use of ICT for learning?  
• What factors encourage or prevent the use of ICT in the school for learning? 
• Is there in an emphasis in the primary school on the use of ICT to support 





G.2: Interview Consent Form (Teacher) 
Title of Project: ‘The use of ICT for learning at home by Primary School Children 
in the Republic of Ireland from the perspectives of parents, children 
and teachers’. 
 
Please read the statements below and tick the box if you agree with that 
statement.                
I agree to participate in a one to one interview with Carolann 
Bargary O’Neill and to discuss my perspectives on the use of 






I understand that the interview is confidential and that there 
will be no identifying characteristics or features in the 






I have read the information sheet and understand what the 






I understand that I will be given a copy of the interview 
transcripts to read following the interview and that I have the 






I know that my participation is voluntary and that I can 
withdraw from the study at any stage without giving a reason 







Signature of Participant ______________________________ 
Date:   
 
  
  Signature of Researcher/PhD student ___________________ 
  Date: 
 
  










APPENDIX H: Indicative guide of questions for discussion at interview with 
teachers 
1. Can you tell me about the types of ICT’s that are used in your school?   
2. Does your primary school emphasise the use of ICT for learning? By what 
means?  
3. To what extent do you think that the children enjoy using ICT in the classroom 
for learning? 
4. What do you think is the most popular device of choice among children in the 
classroom?  
5. In the classroom, do children talk about how they are using ICT at home? Do you 
think it’s being used for learning? 
6. What kind of resources do you find useful or beneficial in your professional 
practice? 
7. To what extent do you think that ICT has a role in children’s learning? 
8. Are there areas of learning where you feel ICT has the most impact? 
9. Do you give or have you ever given homework that involves children using ICT 
at home?  
10. If so, can we talk about how that went? Would you do it again? 
11. Are you familiar with or a member of any network such as CESI (Computer in 
Education Society of Ireland) that promote the implementation of ICT use at 
school?  
12. Have you ever had training in the use of ICT in your school or elsewhere? 
13. Is training in the use of ICT supported by your school?  
14. Does your school have an ICT co-ordinator or somebody who is responsible for 
ICT? 
15. Are you familiar with the most recent Department of Education ICT policy, 
published in 2015 ‘A Digital Strategy for Schools 2015-2020’?  
16. Have you any thoughts/ideas on that policy and how it can or should be 
implemented?  
17. Do you have anything you would like to add?  





APPENDIX I: Letter of information to Parents on Information Session 
(Preceding parental consent for participation in the focus group) 
Dear Parent,  
My name is Carolann Bargary O’Neill and I am currently undertaking a PhD. in 
Education through the University of Limerick. The title of my research project is 
‘The use of ICT for learning at home by Primary School Children in the Republic of 
Ireland from the perspectives of parents, children and teachers’. The study aims to 
investigate the extent to which parents and children engage with ICT’s in the home 
for the purpose of their children’s learning. The study also seeks to explore parental 
and teacher perspectives on the role of the school and the Department of Education 
in the adoption of ICT in the home for learning. 
 
As part of this study, I will be conducting focus groups with children which will be 
held in the school in the presence of a teacher. In advance of conducting the focus 
groups with the children, I would firstly like your permission to speak with the 
children about the topic so that they can decide if they wish to participate in the 
focus group. The focus group will comprise of 6-8 children who have volunteered to 
be involved. I enclose the themes which we might explore during the focus groups 
which will last typically about one hour and thirty minutes. If your child wishes to 
participate in the focus group, they will receive an additional consent form which 
must also be signed by you.  
 
Should you require any further clarifications on the information session, please do 
not hesitate to ask to contact me or my supervisor at the email addresses listed 
below.  If you are interested in your child attending this information session, I would 
be grateful if you could fill in the attached parental consent form.  
 






Carolann Bargary  
Structured PhD in Education  
University of Limerick  
Carolann.ONeill@ul.ie  
 
Prof. Marie Parker Jenkins  
University of Limerick 
marie.parker.jenkins@ul.ie  





Parental/Guardian Consent Form for Attendance at Information 
Session on the study. 
 
Title of Project: ‘The use of ICT for learning at home by Primary 
School Children in the Republic of Ireland from the 




Please read the statement below and tick the box if you 
agree with that statement.                                 
 
I agree for my child to attend an information session in the 
school with Carolann Bargary O’Neill.  
  
  
Signature of Parent/Guardian _____________________________ Date:   
















APPENDIX J: Indicative guide of questions for discussion at Focus 
Group interview with children  
 
14. I would like to talk about the kinds of technology you use at home?  
15. Are there any technologies at home that are owned by you? What kinds of 
technologies?  
16. Is there a difference between the kinds of technologies that you use at home 
compared to school? 
17. Do you like using technology?  
18. What do you mainly use technology for?  
19. Do you think it helps with your learning?  
20. Are there any applications (apps’s) that you find useful that help with your 
learning?  
21. Have you any examples of where it has helped with your learning?  
22. Who has shown you how to use technology at home?  
23. Do you ever show or have shown others at home how to use technology?  
24. Do you use technology more at home than in school? In what way(s)? 
25. Are there rules at home about using technology and going online in your home 
or at school? 
26. Do you think that you or your friends are using technology too much in your 
lives?  
 
Note: Before the focus group commences, children will be advised that by 
‘technology’ I mean laptops, tablets, e-readers, smart phones, smart TV’s, printers, 
scanners telephones, televisions, video, audio recorders, CD and DVD players, CD-









Hello, my name is Carolann Bargary O’Neill and I am studying how children use 
technology at home for learning. I would like you to read this information sheet so 
you can decide if you would like to take part in this study. Your parents must also 
decide if you are allowed to be in the study. 
Why am I doing this study? I am doing this study to learn more about how primary 
school children are using technology at home.  
What do you mean by technology? By technology, I mean all types of technology 
such as tablets, laptops, smartphones, DVD’s and TV, games consoles. 
What would I like to know? I would like to know if you enjoy using technology 
and what kinds of technology you like to use the most. I would like to know if you 
think using technology helps with your learning and if you have any examples of 
where it has helped with your learning. I would like to know if you use technology to 
help with your homework. I would also like to know where did you learn to use 
technology and who taught you. 
 What happens if I agree to take part in the study? Firstly your parents must 
agree for you to take part in your study. Then, if you also would like to take part in 
the study, please sign this form and return it to the school with your parents form 
which must be signed by your parents.  
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What happens then? I will then come to your school and meet you as part of a 
group of other children. There will be about eight children in the group. I will ask the 
group some questions like the ones that I have mentioned above. I will be using a 
tape recorder to record the conversation so that I can listen back on what we have 
spoken about.  
Will my name be used? No, your name will not be used. We will give you and your 
school a different name so that nobody will know who is who is answering the 
questions on the tape. If some of the information is published, nobody will know it 
was you who said it. 
What happens if I do not want to answer a question? You do not have to answer 
a question if you do not  want to. The questions that I will ask are only about what 
you think. There are no right or wrong answers because this is not a test.  You can 
leave the study at any time, without having to give a reason why. .  
If you sign this paper, it means that you have read this information sheet and that you 
would like to be in the study. If you do not  want to be in the study, do not sign 
this paper. Being in the study is up to you, and no one will be upset if you do not 





I agree to take part in an interview with Carolann Bargary O Neill for her research project  
Please sign here:  __________________________             Date:  _____________ 





APPENDIX L: Parental/Guardian Consent Form for participation in a Focus 
Group 
 
Title of Project: ‘The use of ICT for learning at home by Primary School Children 
in the Republic of Ireland from the perspectives of parents, children 
and teachers’. 
 
Please read the statements below and tick the box if you agree with 
that statement.                                 
I agree for my child to participate in a focus group interview with 
Carolann Bargary O’Neill and to discuss their views on the use of 
ICT for learning at home.  
I understand that the focus group which will be held in school,  
is confidential and that there will be no identifying characteristics  
or features in the transcription of the interviews and in the overall 
study.    
I have read the information sheet and understand what the study is 
about.   
I know that my child’s participation is voluntary and that he/she can 
withdraw from the study at any stage without giving a reason for 
doing so.   
 
Signature of Parent/Guardian  _________________________ Date: _____________ 





















APPENDIX M: Mapping the Research Questions to the Interview Questions 
 
Mapping the Research Questions to the Interview Questions 
Focus Group Interview Questions 
SRQ1. How is ICT 
viewed by children, 
parents and teachers as 
a tool for leaning? 
• Do you like using technology?  
• What do you mainly use technology for?  
• Do you think it helps with your learning?  
• Are there any applications (Apps’s) that you find useful that help 
with your learning?  
• Have you any examples of where it has helped with your learning?  
• Do you think that you or your friends are using technology too 
much in your lives? 
SRQ2.To what extent is 
ICT used in the home 
and in the school by 
children for the 
purposes of learning? 
• I would like to talk about the kinds of technology you use at home?  
• Are there any technologies at home that are owned by you? What 
kinds of technologies?  
• Who has shown you how to use technology at home?  
• Do you ever show or have shown others at home how to use 
technology?  
SRQ3. What are the 
barriers and the 
facilitators of ICT as a 
tool for learning at 
home and at school? 
• Is there a difference between the kinds of technologies that you use 
at home compared to school? 
• Do you use technology more at home than in school? In what 
way(s)? 
• Are there rules at home about using technology and going online in 






Mapping the Research Questions to the Interview Questions 
Interview schedule with Teachers 
SRQ1. How is ICT viewed 
by children, parents and 
teachers as a tool for 
leaning? 
• To what extent do you think that ICT has a role in children’s 
learning? 
• Are there areas of learning where you feel ICT has the most impact? 
• What kind of resources do you find useful or beneficial in your 
professional practice? 
SRQ2.To what extent is 
ICT used in the home and 
in the school by children 
for the purposes of 
learning? 
• Can you tell me about the types of ICT’s that are used in your 
school?  
• Does your primary school emphasise the use of ICT for learning? 
By what means?  
• To what extent do you think that the enjoy using ICT in the 
classroom for learning?  
• What do you think is most popular device of choice among children 
in the classroom? 
RQ3 What are the 
barriers and the 
facilitators of ICT as a 
tool for learning at home 
and at school? 
• Are you familiar with the most recent Department of Education 
ICT policy, published in 2015 ‘A Digital Strategy for Schools’?  
• Have you any thoughts/ideas on that policy and how it can or 
should be implemented?  
• Do you give or have you ever given homework that involves 
children using ICT at home? If so, can we talk about how that 
went? Would you do it again? 
• Are you familiar with or a member of any network such as 
CESI (Computer in Education Society of Ireland) that 
promote the implementation of ICT use at school?  
• Have you ever had training in the use of ICT in your school or 
elsewhere? 
• Is training in the use of ICT supported by your school?  
• Does your school have an ICT co-ordinator or somebody who 



































Tablets Device- TV Toys O ther




Anne 25-29 Female Irish Homemaker Undergrad Cohabiting couple with children 3 No Yes DEIS urban No No Laptop 1 Smartphones 2 No Tablet 1 tv 4 No
Denise 40-44 Female Irish Professional Undergrad Lone mother 3 No Yes DEIS urban No No Laptop 1 Smartphones 1 No Tablet 3 tv 1 No
Sarah 25-29 Female Irish Unemployed Further EducationCohabiting couple with children 3 No Yes DEIS urban No No No Smartphones 2 No No tv v-tech No
Janet 35-39 Female Irish Homemaker Undergrad Lone mother 3 Teenagers Yes DEIS urban No No Laptop 2 Smartphones 3 No Tablet 1 tv no no
Joanne 35-39 Female Other Homemaker Undergrad Cohabiting couple with children 3 Teenagers Yes Educate TogetherPrinter No Laptop3 Smartphones 3 Scanner Tablet 4 tv 3 No
Maura 35-39 Female Irish Lower Professional Undergrad Husband and Wife with children 5 No Yes Educate TogetherPrinter Computer 1 Laptop 1 Smartphones 2 Scanner Tablet 4 tv no No
Marie 45-49 Female Irish Self Employed Further EducationHusband and Wife with children 3 Teenagers Yes Mixed rural Printer Computer 1 Laptop 2 Smartphones 4 Scanner Tablet 4 tv no no
Elaine 40-44 Female Irish Professional Postgrad Husband and Wife with children 3 Yes Wi Fi Mixed rural Printer No Laptop 2 Smartphones 2 No No tv no no
Sharon 20-24 Female Irish Student Upper SecondaryLone mother 1 No Yes Mixed rural No Computer 1 Laptop 1 Smartphones 1 no Tablet 1 tv no No
Kate 45-49 Female Irish Professional Undergrad Husband and Wife with children 2 No Yes Mixed rural Printer Computer 1 Laptop 1 Smartphones 1 No Tablet 3 tv no no
Cora 40-44 Female Irish Homemaker Undergrad Husband and Wife with children 2 No Yes Mixed rural Printer Computer 1 Laptop 1 Smartphones 2 No Tablet 2 tv Inotab Kindle
Amy 25-29 Female Irish Non Professional Upper SecondaryLone mother 1 No Wi Fi Mixed rural No No No Smartphones 1 No Tablet 1 tv no No
Tim 45-49 Male Irish Professional Postgrad Husband and Wife with children 2 Teenagers yes Mixed rural Printer Computer 1 Laptop3 Smartphones 3 No Tablet 2 tv no no
Louise 35-39 Female Irish Lower Professional Currently attending third levelHusband and Wife with children 1 No Yes Gaelscoil No No Laptop 2 Smartphones 3 Scanner Tablet 1 tv no No
Breda 35-39 Female Irish Manual Skilled Upper SecondaryHusband and Wife with children 3 Teenagers Yes Gaelscoil No Computer 1 Laptop3 Smartphones 3 Scanner Tablet 2 tv no no
Denis 40-44 Male Irish Higher Professional Postgrad Husband and Wife with children 2 No Yes Gaelscoil Printer No Laptop 2 Smartphones 1 Scanner Tablet 1 tv 2 Leap Frog No
Elizabeth 40-44 Female Irish Manual Skilled Postgrad Lone mother 1 No Yes All Girls Printer No Laptop 1 Smartphones 1 Scanner Tablet 2 tv no No
Isabelle 50-54 Female Irish Professional Undergrad Husband and Wife with children 3 Teenagers Yes All Girls Printer No Laptop 2 Smartphones 4 Scanner Tablet 1 tv no No
Miriam 45-49 Female Irish Professional Postgrad Husband and Wife with children 3 No Yes All Girls Printer Computer 1 Laptop 1 Smartphones 3 Scanner Tablet 5 tv Leapfrog No




Sophie 35-39 Female Irish Student Postgrad Husband and Wife with children 3 No Yes All Boys Printer Computer 1 Laptop 1 Smartphones 2 Scanner Tablet 1 tv no No
Elena 30-34 Female Irish Manual Unskilled Further EducationHusband and Wife with children 1 No Yes All Boys No No Laptop 1 Smartphones 2 No No tv No No
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APPENDIX O: List of Abbreviations used for Focus Group Interviews 
with Children and Interviews with Parents and Teachers 
 
FOCUS GROUPS  
  
CHILDREN  
Child Participant, All Boys  CPAB 
Child Participant, All Girls  CPAG 
Child Participant, Educate Together CPET 
Child Participant, DEIS CPDEIS 
Child Participant, Gaelscoil CPGS 
Child Participant, Mixed Rural CPMR 
  
PARENTS  
Parent Participant, All Boys PPAB 
Parent Participant, All Girls PPGA 
Parent Participant, Educate Together PPET 
Parent Participant, DEIS PPDEIS 
Parent Participant, Gaelscoil PPGS 
Parent Participant, Mixed Rural PPMR 
  
TEACHERS  
6th class Teacher, All Boys 6AB 
Infants Teacher, All Girls ITAG 
Principal, Educate Together PET 
Resource Teacher, DEIS RSDEIS 
Vice-Principal/6th class Teacher, Gaelscoil VP6GS 
Resource Teacher, Mixed Rural RSMR 









Denotes emotions expressed by participants across 
the three data sets 
Adults more excited by ICT  Denotes references to where adults are more excited 
than children in the use of technology 
Children’s emotion around 
homework 
Emotions experienced by children when doing 
homework 
Children being left out Exclusion of children when they do not have technology 
Children’s emotion around 
technology 
Negative emotions expressed as a result of being on 
technology too long 
Annoyance Child being annoyed when told to get off technology 
Children loving technology Children expressing love of using technology 
Jealousy Siblings being jealous of each other’s technology 
Meltdown and Tantrums References to meltdowns and tantrums when technology 
is being removed from the child 
Moods Refence by a child to sibling becoming moody because 
of time spent on ICT 
Children’s obsession with 
technology 
Denotes children’s obsession with using technology 
Childs humour Denotes reference by parent to use of technology being 
dependant on child’s humour 
Concern expressed by mother Anxiety as expressed by the mother regarding the 
child’s use of technology 
Contactable Children Parents using ICT mainly phones to contact their 
children 
Fear Expressions of fear of ICT 
Guilt Expressions of guilt regarding children's use of ICT 
Hate Expressions of hate of ICT by a mother 
Mothers anxiety Expressions of anxiety of ICT 
Mothers dislike of technology Expressions of a dislike of ICT 
Mothers like of technology Mothers like of using ICT 
Concerns expressed by father Concern expressed by fathers regarding technology 






Denotes emotions expressed by participants across 
the three data sets 
Fear Teachers fear of technology 
Frustration Frustration expressed by participants when technology 
does not work 
Teachers Frustration Frustration felt by teachers at difficulties they face in 
advancing use of ICT for learning 
Parental amazement at child’s 
ability 
Denotes parents being amazed at level of technological 
knowledge of child 
Parental fears about too much 
ICT 
References by parents to impact that too much tech is 
having on their children 
Parents distracted by 
technology 
References by parents to using and being engaged in 
technology themselves 
Pressure Parents feeling under pressure (time pressures, life) 
Pressure to have the newest 
model 
Children feeling pressure to have the newest model of 
phone 
Pride Denotes parental pride around their children’s use of 
technology 
Teachers overwhelmed by 
technology 
Teachers feeling overwhelmed by technology 
Technology as a conduit for 
releasing energy 
A reference to technology being used to release 
children’s energy 
Technology as a relaxation aid Reference to technology being used to relax the child 
Technology as fun Denotes parental references to technology seen as fun by 
children 
Techno-sceptical Parent indicating their scepticism regarding technology 
Trust Children trusted to use technology sensibly 
 
 
Interviews with Children Denotes open coding of Six Focus Group Interviews 
with Children  
Addiction References by Children to the addictive nature of ICT 
No escape from technology There is no escape from technology- it is everywhere.  
Advice Denotes advice given to children regarding the use of 
ICT 
Advise from parents Children getting advice from parents on the use of ICT 
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Interviews with Children Denotes open coding of Six Focus Group Interviews 
with Children  
Advise from teachers Children getting advice from teachers 
Antisocial References by children to antisocial element of ICT. 
Apps References to the use of apps for learning by children 
Blue Suns Reference to the blue light of the screen affecting 
eyesight 
Books References where children like using books 
library References to using ICT in the library 
Boredom Children turning to technology when there is nothing 
else to do 
Born with Technology Children being born into the world of technology 
Break time Use of technology at breaktime for children 
Broken technology Technology breaking down 
Calculator Use of calculator by children for maths 
Car Use of technology in the car 
Children as teachers and 
students of Technology 
Examples of children demonstrating a higher 
knowledge of technology than older parents or teachers 
Parents have more knowledge Children learning from parents 
Children have more knowledge Children not learning from their parents 
Teachers of technology Children learning from parents and other family 
members 
Children being left out Children being left out if they don’t have the 
technology 
Children buying the technology 
themselves 
References to children buying technology themselves 
Children fitting in Children feeling, they fit in of they are using the 
technology 
Children learning from parents Learning from parents how to use technology 
Christmas Receiving technology as presents at Christmas time 
Communicating with friends Using technology to communicate with friends 
Competitiveness Competing in games against each other using ICT 




Interviews with Children Denotes open coding of Six Focus Group Interviews 
with Children  
Dictionary Children using online dictionaries for homework 
Differences between home and 
school use 
Variations in the way ICT is used at home and in school 
Technology type at home References to technology type at home 
Technology type at school References to technology type in the school 
Electronic Board Games Children using electronic board games- again no escape 
Eyesight affected Children mentioning that their eyesight had been 
affected by technology 
FIFA References to the playing of FIFA 
Fun References to the fun element of using technology 
Games Children using ICT for games 
Google References by children to use of Google 
Grandparents References to children teaching grandparents ICT 
Homework using ICT Examples of instances where homework is completed 
using ICT 
Learning from watching others Learning to use technology from watching others 
Learning with ICT- Subject 
areas 
Examples of children learning through ICT 
Maths Examples of using ICT for learning of mathematics 
Project Work Denotes use of ICT for project work 
Life Hacks References by children to using ICT for life hacks 
Looking at other people’s 
activities online 
Children looking into the lives of others 
Loosing sense of time and 
space 
Attention to technology all encompassing, children lose 
track of time. This was also evident in the parent 
interviews 
Not knowing why child likes 
technology 
Unable to articulate why they like technology 
Parents Apps that help with 
learning 
Denotes apps that parents have that can help with the 
child’s learning 
Phones References to phone usage by children 
Power Banks Children having access to power banks 
Presents References to receiving technology as presents 
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Interviews with Children Denotes open coding of Six Focus Group Interviews 
with Children  
Pressure to have the newest 
model 
Children feeling pressure to have the newest model of 
phone 
Rewards for using ICT Children being rewarded for using ICT as part of their 
learning in school 
Rules Rules regarding the use of ICT 
• Rules being broken Children breaking rules regarding the use of ICT 
• Sneaking behind 
parents 
Children sneaking behind parents to use technology 
Saving to buy technology Children saving to buy technology 
Shooting games References to shooting games 
Sleep deprivation Too much technology depriving children of their sleep 
Social Media References by children to their use of social media 
• Facebook References by children to use and non-use of Facebook 
Social Skills- awareness of 
importance 
Children’s awareness of the importance of social skills 
and putting the phone away to interact with others 
Strangers- playing with online Playing with strangers online 
Subject areas that ICT is being 
used for 
Denotes the subject areas that ICT is being used for by 
children 
• Geography Use of ICT for learning geography 
• History Denotes use of ICT for the purposes of learning about 
history 
• Irish The use of technology for learning Irish 
• Maths The use of ICT for learning Maths 
• Not for learning ICT not being used for learning Maths 
• Science Reference by child to use of technology in helping with 
the learning of science 
Surprise Parents buying ICT as a surprise for their children 
Technologies role in the future How children see technology being part of their future 
Technology taking jobs References by children to technology replacing humans 
The newest model of phone Children wanting the newest model of phone 
Time spent on games The amount of time children spends on technology 
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Interviews with Children Denotes open coding of Six Focus Group Interviews 
with Children  
Too much technology References by children to too much technology in their 
lives 
Trend Children following the trends of technology 
Trust Being trusted to use technology sensibly 
Virtual reality References to Virtual Reality 
Voice recognition References to voice recognition facility on digital 
devices 
Weather References to using technology when the weather is bad 
Wikipedia Use and references to Wikipedia 
YouTube Children’s use of YouTube 
Younger Children using 
technology 
References to younger children using technology 
 
 
Parent Interviews  
Acceptance and Resignation Resignation by parents that this is the way it is, part of 
society 
Activities and hobbies Denotes references to parental references to children’s 
activities and hobbies 
Addiction Denotes children’s addiction to technology 
Advances in technology Denotes advances in technology 
Age of parent Parental references to their age and how it impacts 
technology use 
Apps Parental references to apps that they are using or apps 
that their children have on their devices 
Art References to use of ICT for ART 
Assistive Technology Use of Assistive technology to help students with 
learning difficulties 
• Benefiting children AT helping children 
• Benefiting the teacher Technology supporting teachers activities 
Balance References to having balance in the use of ICT 
Benefit of using technology 
over paper 




Parent Interviews  
Benefits of ICT -tech, social, 
language 
Denotes parents’ views on benefits that ICT brings to 
learning 
• Communication ICT as helping with communication skills 
• Improvement in 
learning 
Denotes a recognition by the parent that the child learns 
better using ICT 
• Reliance on technology Children who rely on technology 
• Language 
Development 
Parents identifying where they see ICT brings benefits 
to language development 
• Vocabulary 
Development 
References to instances where ICT was seen to bring 
assistance to language development 
Relationships with other 
children 
Development of relationships with other children as a 
result of using ICT 
Social Skills Bringing benefits to social skills development 
Technical Skills ICT as being evident for technical skills development 
Technological literacy ICT as beneficial mostly to technical literacy 
Board games References to board games 
Books Refers to use of books in the home for learning 
Boredom References to children being bored 
Bribe Parents bribing children using ICT 
Bullying Refers to online bullying 
Busy families Denotes range of activities families are involved in 
Car Use of technology in the car on journeys 
Cartoons Using technology to watch cartoons 
Change References to parents on the change, technological 
change/pace of change 
Children uploading content Children putting content online 
Children in charge Children dictating how technology is used at home 
Children and time on 
technology 
Refers to children’s time usage on technology 
Children comfortable with 
technology 
Children using technology comfortably 
Children distracted by 
technology 
References to where parents comment on their children 
being distracted by technology 
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Parent Interviews  
Children learning from each 
other 
Children showing each other how to use technology 
Children observing parents Instances where children are observing parents use of 
ICT 
Children talking to parents 
about ICT use in School 
Examples of where children were recalling their use of 
technology in school to parents.  
Children using social media to 
learn from each other 
Instances where parents have referred to their children 
using social media to complete homework/learn 
Children who are not into 
technology 
References to where children are not that interested in 
technology 
Children’s phone use References by parents to children’s phone usage 
Children’s World Technology is part of a child’s world 
Childs attitude towards 
learning 
Parental views on children’s attitude towards learning 
Childs own technology Technology in the house that the child sees as being 
owned by them 
Christmas ICT bought at Christmas time 
Santa Refers to Santa bringing technology to children 
Clued in Parents Parents well informed about ICT and what children are 
doing 
Coding Parents awareness of children coding in school 
Compartmentalising References by parents to children compartmentalising 
their lives between home and school and learning and 
entertainment 
Competitiveness Those who are competitive parents and competitive 
children and those who are not 
Confidence Children and parent’s confidence 
Conflict Technology use causing conflict between children and 
parents 
Contactable Children Parents can contact children because of mobile phones 
Content Denotes the importance of content rather than the 
technology 
Cousins References to instances where children are learning 
from cousins how to use ICT 
Danger References by parents to online dangers 
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Parent Interviews  
• Children’s awareness 
of online danger 
Parental references to children’s awareness of online 
danger 
• Grooming Concern for online grooming of children 
• Parents learning about 
dangers from media 
Hearing negative stories in the media 
• Pornography Concern for children accessing pornography 
• Flirting online Worried about children flirting on-line 
Deficit in school-Parental 
views 
Refers to parental views on deficits in school system 
Department of Education References by parents to the Department of Education 
Digital Natives References by parents viewing children as growing up 
with or being born into age of technology 
Disadvantages of technology The disadvantages of technology as parents see it 
Social Skills Social Skills being affected 
Disconnect Disconnect between the services supporting children 
Documentaries Children watching documentaries 
• Wildlife Children watching wildlife documentaries 
Educational Apps References to educational apps not being as engaging as 
Gaming apps 
• Educational Apps 
engaging 
Refers to parents indicating instances when children are 
engaging in Educational Applications 
• Educational Apps Not 
Engaging 
References from parents indicating that educational 
applications are not engaging 
Educational background Refers to educational background of parents 
Engagement levels Refers to parental views on whether their children are 
more engaged in learning if they are using ICT 
Exclusion Refers to children feeling excluded if they don’t have 
the technology 
Facilitator of ICT use- 
environmental difference 
Different environments can facilitate technological use 
of a child 
Factors enhancing technology 
use 
Factors contributing to technology use in the home 
Factors Inhibiting ICT use in 
the house 




Parent Interviews  
Family Background Family background influencing ICT use 
Family members helping 
children 
Helping children to use technology 
Fathers role in learning The role of the father is learning 
Fathers use of technology References to fathers use of ICT 
FIFA References to children playing FIFA 
Financial cost of ICT Technology is costly 
Formal Learning Refers to how parents see the style of learning that they 
advocate at home 
Friendships based on interest in 
gaming 
Parents comments on how children are engaged with 
friendships based on gaming 
Fun References by parents to the fun aspect of learning 
Games Games usage by children 
Generational differences Generational differences in using technology 
Geography ICT for the learning of geography 
Google References by parents to using Google as a search 
engine 
Grandparents Children showing grandparents how to use technology 
Helping with Homework Parents helping children with homework 
History Examples of where ICT is useful in the learning of 
history 
Homework using ICT Homework given where the use of ICT is required 
• No Instances where use of ICT for homework is not being 
used 
Parents objecting to ICT for 
homework 
Objections by parents to homework using ICT 
Parents open to homework 
using ICT 
Parents open to using ICT for homework 
ICT as a Babysitting service References to parents seeing ICT as a babysitting 
service 
ICT benefiting parents Benefits that technology brings to parents 
ICT benefiting the imagination 
of a child 




Parent Interviews  
ICT Engaging children Parents alluding to children’s engagement in learning as 
a result of ICT 
ICT for communication Using ICT as a tool for communication 
ICT is a natural part of the 
world of the child 
Parents viewing children’s use and view of ICT as 
coming naturally to them 
ICT Preventing communication ICT preventing family communication and interaction 
ICT preventing imagination ICT as a barrier to the imagination 
ICT stifling child development Fear by a parent that ICT was stifling the development 
of the child 
ICT -use for learning by older 
children in the house 
References by parents to older children using ICT 
ICT Versus Traditional 
methods 
ICT being compared by parents to traditional learning 
methods 
Image Parental references to children wanting the new 
technology for the stake of image 
Impact on social development Parents perspectives regarding impact on social 
development 
Importance of learning in the 
home 
Refers to importance that parents place on learning in 
the home environment 
Importance of the outdoors References to playing outdoors 
Improvement in learning 
because of ICT 
Using ICT causing an improvement in learning 
Inappropriate Concern by parents regarding child’s exposure to 
inappropriate material on-line 
Independent learning References to independent learning by children as 
viewed by parents 
Influence of friends on each 
other to buy ICT or Apps 
Friends influencing each other to buy ICT or apps 
Informal learning References to informal learning experiences in the 
home 
Unstructured learning  
Inhibitors of ICT use Factors that inhibit use of ICT at home 
innocence References to childhood innocence 
Instructors of technology in the 
home 
Reference to family members teaching each other how 
to use technology at home 
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Parent Interviews  
• Children Denotes where child has instructed parents how to use 
ICT 
• Cousins Cousins helping each other learn about technology 
• More Knowledgeable 
other - the Child 
References to children being more advanced than adults 
in the use of technology 
• Father Denotes father as being main instructor of ICT in the 
home 
• Mother Denotes reply from parent mother on the main 
instructor of ICT in the home 
Internet Connectivity at home References to internet connectivity at home 
Ipads use in School Denotes iPad use in school- parental awareness 
iPhone References to iPhone use and purchasing iPhone 
Irish Denotes the use of technology to help with the learning 
of Irish 
Isolating References by parents to isolating aspect of technology 
use 
Judgement References by parents on feelings of judgement for 
allowing children to use ICT 
Lack of information Refers to parents’ answers on information coming from 
school on the use of technology for learning 
Language Development Using ICT for the purposes of learning languages 
Learning about ICT from 
friends 
Refers to parents’ comments on where they think their 
children are learning about how to use ICT 
Learning Disability References by parents to learning disabilities and where 
they see technology may be useful 
Learning Styles References by parents to instances where children by 
benefit by learning through ICT 
Learning without ICT Not using ICT for learning 
Lego tutorials on YouTube Denotes child watching Lego tutorials on YouTube 
Library References to use of library by parents 
Maths References by parents to maths, difficulty with Maths 
and use of ICT for Maths learning 
Difficulty with Maths Parental references to children finding Maths difficult 
Maths using ICT References to instances where children are using apps 
and games for learning Maths e.g. Mathletics 
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Parent Interviews  
Mealtime Permission to use ICT at mealtime 
Minecraft References to use of Minecraft by children 
Mix of learning approaches  Parents using a mix of both formal and informal 
approaches to learning in the home 
Mothers use of technology References to Mothers use of technology 
Music Music through ICT 
Netflix Streaming movies 
Newspaper Reading the news online and saving money 
Not all about technology More to life than technology 
Older siblings using 
technology at home 
References to older children using technology at home 
Outdoors References to playing outdoors 
Over 18 Games being used by 
young children 
Parental references to over 18 games being used by 
children 
Pace of technology Parents referring to pace of technology and trying to 
keep up with it 
Parent buying the technology Parents buying technology for themselves and their 
children 
Parental accountability References where parents feel parents should be 
accountable as partners with the school in the education 
of their child 
Parental awareness- ICT use in 
school 
Parental awareness of how technology is being used in 
the school 
Parental Awareness of online 
resources 
An awareness by parents of online resources such as 
Scoilnet and Khan Academy 
Parental awareness of policy Denotes parental awareness of policy 
Negative attitude Denotes negative attitude of parents (named as partners 
in a Digital Strategy) 
Positive attitude Denotes positive attitude of parents towards policy 
where parents are being named as partners 
Parental fears about too much 
ICT 
References by parents to impact that too much tech is 
having on their children 
Parental in partnership with 
schools 
Parents and schools working together 
Parental influence on how ICT 
is being used 
Parental influence on the ways in which ICT is being 
used in the home 
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Parent Interviews  
Parental Knowledge of 
technology 
References by parents to their own knowledge of ICT 
Parental openness to 
technology use 
Parents open to using technology 
Parental own use of ICT Parents using the technology themselves 
Parental owning the technology References by parents to children seeing the technology 
as being owned by the parents 
Parental Pride Sense of Pride felt by parents for the child’s ability to 
use ICT 
Parental reliance on older 
siblings 
Parents looking to older siblings in the family for help 
with children’s homework 
Parental reliance on technology Parents indicating their own need of technology 
Parental upbringing Refers to parental references to their own upbringing 
and heritage 
Parental view about their role 
in the use of ICT for learning 
Parents in response to question on what do they see 
their role is regarding the use of ICT for learning 
Parental view of role in 
children’s future 
Refers to role of technology in children’s future 
ICT saving their backs  
Parental Views on ICT for 
learning 
Parents views on the use of technology for learning 
• Negative ICT as having a negative impact on learning 
• Neutral ICT as having a neutral impact on learning 
• Positive ICT as having a positive impact on learning 
• Scepticism Denotes a reference to being sceptical about technology 
• Uncertainty Denotes uncertainty regarding the use of ICT for 
learning 
Parental views that child might 
be left behind 
Fears that child might be left behind 
Parents and Comparison to 
their own childhoods 
Parents comparing their childhoods to that of their 
children 
Parents and importance of 
Education 
Parents views on the importance of education for their 
child 
Parents awareness of children’s 
online activities 
Parental awareness of what children are doing online 
 
378 
Parent Interviews  
Parents awareness of online 
resources and apps 
Parental awareness of online resources such as Scoilnet 
Khan Academy etc 
Parents awareness of schools 
under pressure 
References to parents being aware of schools under 
pressure and that they also have a role 
Parents being left behind Older generations being left behind 
Parents changing their opinions 
about technology 
Denotes a comment by a parent who had changed her 
opinion about using ICT from negative to positive 
Parents comparing to other 
children 
References by parents to children other than their own 
using tech 
Parents' Confidence in 
Children’s ability 
Parental confidence in the ability of their child 
Parents distracted by 
technology 
References by parents to using and being engaged in 
technology themselves 
Parents Frightened by 
technology 
References by parents on how they feel frightened by 
technology 
Parents helping child at home 
to catch up 
References to parents helping their child catch up with 
schoolwork 
Parents ignoring school’s 
advice on ICT 
Not listening to school’s advice 
Parents influenced by children 
to buy technology 
References to where parents are influenced by their 
children to buy technology for themselves or their 
children 
Parents learning from other 
family members 
Parents being helped by other family members to 
download apps 
Parents Phone Use of the parent’s phone by themselves or their 
children 
Parents policing of technology Refers to parents monitoring technology usage at home 
Parents rewarding their 
children 
Rewarding children 
Parents sharing with each other Parents sharing information with each regarding apps 
and technology 
Parents view of school’s role Refers to parental view on the role of the school in 
assisting them/advising them and their children in the 
use of technology 
Parents view that ICT is extra 
work 
ICT is extra work 
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Parent Interviews  
Partnership approach Denotes parent’s response to parents and teachers 
working in partnership with each other regarding ICT 
for learning 
Password protected Refences by parents using passwords on devices 
Peer Learning through ICT Refers to children learning technology from their peers 
Peer Pressure Refers to parents’ comments on children under pressure 
from their peers to play online and electronic games 
Personality of Child References by parents to personality of child 
determining their use of technology 
Pestered parents Parents being pestered to buy the technology 
Phonics Using ICT to learn phonics 
Play Learning through play 
PlayStation Refers to PlayStation usage at home 
Polarisation between home and 
school 
Refences by parents to school and home use of ICT and 
how children don’t use ICT at home for learning 
Policy- National Parents awareness of ICT policy in Education 
Policy -School Refers to parental awareness of school policy 
Portability of devices Devices are easy portable; this connects with car usage 
and ICT use on journeys 
Presents Parents buying ICT as presents for their children 
Pressure Parents feeling under pressure (time pressures, life) 
Pressurised to buy technology Parents feeling pressure by parents to buy technology 
Project work Refers to children’s use of ICT for project work 
Punishment Parents taking children off ICT as a punishment 
Purpose of buying technology Reasons for buying technology 
ICT for entertainment Using ICT for entertainment such as watching movies 
ICT bought for learning Instances where ICT was bought for learning 
opportunities 
Surprise ICT bought as a surprise for a child 
Work ICT bought by parents for work purposes 
Puzzles Puzzles using ICT 
Radio references to radio use at home 
Reading Refers to children’s reading 
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Parent Interviews  
Reality distorted Engagement with ICT distorting reality 
Reasons why parents are not 
aware of the apps 
Why parents do not know the apps exist 
Reflective Parents Parents questioning and reflecting on children’s 
learning 
Reliability of technology Technology always being there, paper gets thrown 
away 
Re-Enactment Children re-enactment in school of what they had seen 
on technology at home, e.g. Minecraft 
Research Refers to children using technology for research 
purposes 
Reward for learning Use of reward charts and rewards for learning 
Rewards of ICT References by parents to children feeling rewarded by 
using ICT 
Rewards System Denotes rewards chart used by teachers in school to 
motivate learning 
Robbed childhoods ICT preventing kids from being kids 
Role of mother in learning Mothers role in learning 
Rules Refers to parents enforcing rules at home 
School advice regarding apps Schools providing parents with advice of useful apps 
for learning 
School Communicating with 
parents using ICT 
Instances where schools use ICT to communicate with 
parents 
School determining use of ICT 
for learning 
references by parents to where they feel if the direction 
comes from the school in the use of ICT for learning or 
homework, the children will do it 
School giving advice Schools providing advice on ICT use 
School Golden Time Using 
ICT 
Schools giving children time in school for ICT use- like 
a rewards system 
School- role of responsibility Denotes whom in the school has the responsibility of 
managing/co-ordinating use of ICT 
Parental Knowledge School- 
Role of responsibility 
Denotes if parents know if there is a role of 
responsibility in the school 
School Website Parental knowledge on school website 
Schools as drivers of ICT use Schools Driving ICT use 
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Parent Interviews  
Scratch References by parents to the learning of Scratch in 
school 
Screen time References by parents to child’s screen time usage 
Seasonal use of technology References by parents to use of ICT more in winter 
months 
Weather levels of ICT use dependant on weather 
Self esteem Refers to issues of self-esteem raised by parents 
Siblings Siblings acting as instructors of children at home in the 
use of technology 
Sleep References to sleep by parents/ sleep deprivation 
Smartphones replacing laptops Refers to growth of smartphone use compared to use of 
laptops 
Social Media Children’s use of social media 
• Facebook References by parents to Facebook 
Children using Facebook References by parents to children’s use of Facebook 
Parents using Facebook Parents use of Facebook 
Instagram References by parents to Instagram 
Snapchat Refers to Snapchat use by children 
Parents using snapchat Parental use of Snapchat 
Twitter Parental references to Twitter use/Twitter Feeds 
What’s App Use of What’s app by children 
YouTube References to YouTube 
Spelling Use of ICT for spellings 
Substitute teachers References to substitute teachers in schools 
Tablets References to tablet use at home and at school 
Taking Pictures Denotes children taking pictures of themselves others or 
things using ICT 
Teachers own online resources References by parents to teachers’ resources 
Technological skills Refers to children’s levels of technological skills 
Technology as a conduit for 
releasing energy 
A reference to technology being used to release child’s 
energy 
Technology as a relaxation aid Reference to technology being used to relax the child 
 
382 
Parent Interviews  
Technology as fun Denotes parental references to technology seen as fun 
by children 
Technology being a treat References by parents to technology being a treat/ 
reward 
Technology being used a lot at 
home 
Refers to high usage of technology in the home 
Technology creeping in Refers to how technology is slowly coming becoming 
part of the child’s life 
Technology is as assessment 
tool 
Reference by a parent who is also a teacher that 
technology is an assessment rather than a learning tool 
Technology replacing parents References to where technology can be seen to replace 
parents 
Technology type at home Refers to the types of technology use in the home 
• DVDs References to use/non-use of DVD's 
• Kindle References to using Kindles by parents 
• Laptops References to use/non-use of laptops 
• PC References to PC's 
• Scanner and Printers References to scanner and printers 
• Smart TV Reference to Smart TV at home 
• Smartphones References by parents to smartphone use either by 
themselves or their children 
• Toys Use of technological toys 
Technology use in school Parental Knowledge of technology use in school 
Teenagers References by parents to teenagers 
The role of ICT in learning Refers to parents’ perspectives on the role of ICT in 
learning 
Ticking boxes References by parents to schools just ticking the box in 
terms of role of responsibility in the school 
Time References to time by parents 
Time usage by children Refers to the amount of time children spend on 
technology in the home 
Traditional learning References to 'traditional' learning methods 
Training Denotes training provided for the school for parents 
 
383 
Parent Interviews  
Transferring knowledge from 
home to school 
Learning ICT at home and using that knowledge in 
school 
Trouble shooter in school The person in the school who services and fixes 
technology 
TV Use of TV in the home 
Unnerving trying to keep up 
with technology 
Parents trying to keep up with the changes and 
developments of technology 
Watching Gamers References to children watching others game online 
Wi fi Children asking for the Wi-Fi password when they are 
in other children’s houses 
Xbox References by parents to use of Xbox at home 
YouTube References by parents to children’s Use of YouTube 
YouTubers References by parents to children watching YouTubers 
to learn about games 
Younger children having more 
freedom 
Younger siblings having more freedom at home 
compared to older children 
Younger children using 
technology 
Refers to younger children using technology 
 
 
Teacher Interviews  Code Description  
Addiction Reference by teachers to the addictive nature of 
technology 
Adults more excited by ICT  Denotes references to where adults are more excited 
than children in the use of technology 
American accents Denotes children picking up accents because of 
technology 
Autonomous learners Denotes references to children developing as 
autonomous learners as a result of ICT 
Awareness of Policy by 
Teachers 
Denotes teachers awareness of DES policy ( Digital 
Strategy) 
Balance The importance of getting the balance with use of 
technology and physical activity 
Barriers to technology use in 
the school 
Denotes barriers faced by schools in integrating 
technology 
No room for computer room Schools lack of space for computer facilities 
 
384 
Teacher Interviews  Code Description  
Benefits of ICT The benefits of ICT as teachers see it 
• Communication Communication benefits 




Denotes benefits that ICT brings to language 
development 
• Problem solving Problem Skills 
• Social Skills Denotes social skills development 
• Technical Skills Denotes technical skills development 
Boring References by teachers to some ICT such as education 
applications being boring 
Broadband and Internet 
connections in schools 
References in teacher interviews to broadband and 
internet connectivity in schools 
Bun na Cainte Refences to the Irish programme used in schools in the 
teaching of Irish 
Change in the ability of 
teachers 
Denotes how teachers have become more 
knowledgeable in the use of technology 
Change is coming Denotes change in involving parents more in schools 
Child Dependant Learning with technology depends on the child 
Child Protection Teachers trying to assist with protecting children from 
online dangers 
Children and how they think 
about ICT- Teachers 
Perspective 
Denotes how children and how they think about ICT- 
Teachers Perspective 
Children as the more 
knowledgeable other 
References by teachers to children knowing more than 
them 
Children coding Children coding in schools 
Children coming to school with 
knowledge of ICT 
Knowledge of technology before children commence 
school 
Children distracted by 
technology 
References by teachers to children being distracted by 
technology 
Children leading the way in the 
use of technology 
References by teachers to children leading the way in 
the use of technology 
Children not interacting with 
ICT in school 
Non engagement in school with ICT 
 
385 
Teacher Interviews  Code Description  
Children talking about 
technology in school 
Children talking about their home use of ICT in school 
Children uploading content Children who are uploading content on-line 
Children who are into 
knowledge 
Denotes the reference from a teacher regarding children 
who are into knowledge and it does not matter what the 
tool is. 
Children’s familiarity with 
technology 
Technology use is natural to a child 
Childs World Technology is part of the world of the child 
Chrome Books Denotes use of chrome books by schools 
Classrooms as less private 
places 
References by teachers to classrooms as being less 
private places 
Cloud Technologies Denotes use of could technologies in the school 
Cognitive reliance on 
technology 
Children who rely on technology for learning 
Comfort zone Denotes moving forward with ICT and teachers coming 
out of their comfort zones 
Compartmentalisation Children distinguishing between their learning and non-
learning lives. 
Comprehension difficulties Children with comprehension difficulties 
Computer room in the school Reference to school computer room by teacher 
Conflict with Department of 
Education 
Conflict between Department of Education and schools 
Consumers rather than creators 
of ICT 
Denotes references to where we are consuming rather 
than creating using ICT 
Content The importance and content of the material irrespective 
of the delivery tool.  
Convenience of technology for 
teachers 
The convenience for technology, denotes an instance 
where technology saves time 
Cost of technology Costs related to buying and upkeep of technology 
Crashing Computers Denotes computers crashing in schools 
Creativity and Collaboration 
Skills 
References by teachers to benefits that ICT brings to the 
collaboration and creativity skills of children 




Teacher Interviews  Code Description  
Democratised learning Reference by teacher to the democratisation of learning 
as a result of ICT 
Device of choice for child Children’s favourite device in school 
Difficulties with oral language Children presenting with oral language difficulties 
Digital School of Distinction 
Award 
Denotes Schools attempts to be awarded the Digital 
Schools of Distinction Award 
Disability References by teachers to use of ICT for students with a 
disability 
Disadvantages of ICT ICT also had many disadvantages 
Conversational Skills ICT impacting conversational skills 
Sleep deprivation Causing sleep deprivation 
Speech and language 
difficulties 
Impact on speech and language difficulties 
Writing skills suffering References to writing skills being affected as a result of 
ICT 
Disconnected Children Children becoming disconnected as a result of time 
spent on ICT 
Discussion Forums for 
Teachers 
Teacher Discussion forums regarding the use of ICT for 
learning 
Double edged sword Reference by a teacher to others relying on him as a 
result of his knowledge of ICT in the school 
Down to teachers Denotes views of teachers that teachers’ individual 
roles that are important in how ICT is being used 
Dragging people through 
technology 
Denotes having to pull teachers along in the use of ICT 
Dropping literacy levels Denotes dropping literacy levels from teacher’s 
perspective as a result of ICT 
Ed apps are not fun Educational apps are not fun to use 
Education Apps are boring References to educational apps being boring 
Endless possibilities ICT providing endless possibilities for learning 
Engaged but not more engaged 
using ICT 
Denotes teacher perspectives on engagement of 
children whilst using ICT in the classroom 
English ICT supplementing learning of English as a subject 




Teacher Interviews  Code Description  
Examples where the use of ICT 
for learning is normal for 
children 
ICT for learning examples from teachers 
Excluding teachers Teacher feeling her expertise is not being used in the 
school 
Facebook References to Facebook use by teachers 
Old fashioned References to Facebook being old fashioned 
Families that do not have 
technology 
References to instances where families do not have 
technology 
Family Background and 
Context 
Denotes reference by teachers to family context being a 
factor in the adoption of ICT for learning 
Fun Learning Games that are fun to use are difficult to find 
Funding problems in Schools 
regarding the use of ICT 
Denotes the problems schools have with regards to the 
use of ICT in schools 
Gaming References by teachers to children gaming 
Geography lessons Using technology for geography lessons 
Giving ICT a bad name Teachers giving ICT a bad name 
Glamifying References by teachers to glamifying apps to make 
them more appealing to children 
Google Denotes use of Google and Google Apps that are being 
used for learning 
Google Chrome Denotes use of Google Chrome in the School 
Google Maps References to Google Maps 
Google Translate Use of Google Translate by children 
History Use of ICT for history 
Homework Journals References to ICT replacing use of homework journals 
Homework on whiteboard Writing homework on the IWB 
Homework using ICT Teachers giving homework where ICT is required 
Human element Denotes references to the importance of human 
interaction in the teaching of children 
Humans in charge of the 
technology 
The importance of humans overseeing the technology 
rather than the other way around 
ICT and its future role The role of technology in the future 
 
388 
Teacher Interviews  Code Description  
ICT as an effective teaching 
tool 
Refers to tech being a good tool for teaching 
ICT as priority Denotes ICT seen as a priority by the school 
ICT as trial and error Denotes use of ICT by children and how it can help 
with problem solving 
ICT being used in Junior 
Classes 
Use of ICT in junior classes in the school 
ICT benefiting communication 
in the school 
ICT used for communication purposes in school 
ICT integration in the school How ICT is being integrated into school 
Incompetent Teachers Teachers not familiar or investing in using ICT for 
learning 
• Looking Silly Children looking silly in from of the class 
Investment in Technology by 
School 
Refers to school investment in ICT 
Irish Denotes references to Irish language using ICT 
Irish as a challenging subject Denotes difficulties faced by children in the learning of 
Irish 
Keeping Children Engaged Teachers difficulties with keeping children engaged as a 
result of their time on technology 
Keeping up with technology Denotes challenges teachers face in keeping up with 
technology 
Khan Academy Refences by teacher to the Khan Academy 
Kite Flyers Denotes references to those in schools that are flying 
the flag in the use of ICT for learning 
Lack of guidance Denotes lack of guidance from Department of 
Education for schools’ integration of ICT 
Legitimate Software Denotes use in schools of legitimate software 
Legowedo References to Legowedo software use in school 
Living unmercifully with ICT Technology is everywhere now, accessible all the time 
for children 
Manga High References to use of Manga High maths programme in 
school 
Maths using ICT Refences by teachers to the use of ICT in the teaching 
and learning of maths 
Mathletics References to the use of Mathletics 
 
389 
Teacher Interviews  Code Description  
• Negative view Denotes negative reception by parents of the use of ICT 
for the teaching and learning of Maths through ICT 
• Positive view Denotes positive reception by parents of the use of ICT 
for the teaching and learning of Maths through ICT 
Meetings in schools re the use 
of ICT 
Denotes meetings in schools specifically regarding the 
use of technology in the school 
Merging home and school- 
Mesosystem connections 
through ICT  
Denotes the ways in which technology has brought the 
environments of the home and the schools closer 
Merging traditional and 
learning with ICT 
Using traditional methods and learning with ICT 
Minecraft as imaginative Benefits that Minecraft can bring to learning 
Motivation Teachers need motivation to embrace ICT 
Music ICT helping with the subject of Music 
Must come from the school Teacher indicating that the drive to use ICT for learning 
must come from the school 
No escape Technology is everywhere, there is no escape for 
children 
Objections by parents to 
homework using ICT 
Denotes instances where parents would object to 
completing homework using ICT 
Pace of technology Technology changing and moving so fast 
Parental reliance on technology Reference to parental reliance on technology 
Parents funding school’s ICT Denotes references to parents supporting the funding of 
ICT in the school 
Parents Role Parents role according to teachers 
Partnership with parents Denotes teacher’s response to working in partnership 
with parents 
Passivity rather than creativity Children are passive in their use of ICT 
Personality of Child References to the importance of the personality of the 
child in their engagement of ICT (microsystem factor 
PPCT model)  
Phone policy in the school Denotes school policy on use of phones in schools 
Phones teacher references References by teachers to use of phones 
Policy Perspectives from 
teachers 
Denotes teachers’ perspectives on policy from 
Department of Education 
Power of Technology Denotes references to the power of technology 
 
390 
Teacher Interviews  Code Description  
Pressure on teachers Pressure on teachers to use technology 
Pretence Denotes feelings by teachers that schools are pretending 
things are better than they are 
Projects Use of ICT for project work 
Reality References by teachers to the reality of the situation 
Redundancy of the Writing Denotes examples where use of pen and paper is 
becoming a thing of the past 
Robots References to building robots and robots on screen 
advising children on the steps to take 
Role of Responsibility in the 
School 
Denotes special post of responsibility in the school for 
ICT in education 
Role reversal Denotes teachers being shown ICT by children 
Santa and Christmas Denotes references to Santa brining technology as 
presents 
School behind in ICT-Teachers 
perspective 
Denotes where teachers feel their school is behind in 
the use of ICT 
School Culture Denotes references by teachers to the importance of 
school culture in the school 
School rules regarding phones Rules in place regarding phone usage in school 
School support of teachers Denotes school support of teachers in the use of ICT in 
the school 
Schools bags Denotes references to school bags being lighter as a 
result of using technology instead of carrying school 
books 
Schools endorsing use of ICT 
for learning 
Denotes emphasis schools place on use of ICT for 
learning 
Schools Integration project References by a teacher to the national Schools 
Integration Project 
Schools lacking space for 
computers 
No space in schools for a computer room 
Schools providing training for 
parents 
Denotes schools providing training for parents 
Schools under pressure to use 
ICT 
Schools feeling pressurised to use ICT 
Seamless interaction of 
technology in their lives 
References to future of children using technology 
 
391 
Teacher Interviews  Code Description  
Self-taught teachers Teachers who taught themselves how to use technology 
Snapchat Use of snapchat by children 
Social network References to teacher’s son being online with his 
friends. They are his social network 
Support from the Department 
of Education 
Denotes assistance from the Department of Education 
in support of purchasing ICT for the school 
Swiping Children swiping using technology 
Teacher Accountability References to teacher accountability in teaching 
Teacher awareness of support 
networks 
Awareness of teacher networks supporting integration 
of ICT in learning 
Teacher collaboration Teachers supporting each other 
Teacher CPD Denotes provision to training in the use of ICT 
Teacher Investment in the use 
of ICT 
Denotes references by teachers in the use of ICT 
Teacher Motivation Denotes teachers motivated to use technology 
Teacher training Colleges References to initial teacher training in the use of ICT 
Teachers age Denotes references to age of teachers in using 
technology 
Teachers competing with 
technology 
Teachers trying to compete with the attractiveness of 
technology 
Teachers distracted by ICT Denotes where teachers themselves are distracted by 
ICT 
Teachers fear of Technology Denotes references to teachers fearing technology 
Teachers giving control to 
Children 
Denotes teachers controlling the whiteboard using the 
ipads 
Teachers have a limited role Teachers having a limited role in advising children of 
online dangers 
Teachers in partnership with 
children 
References by teachers to children being in partnership 
with them 
Teachers not using ICT despite 
availability 
Denotes where ICT is available in the school but is not 
being used by teachers 
Teachers overwhelmed by 
technology 
Teachers feeling overwhelmed by technology 
Teachers own time Denotes additional time teachers must give in using 
technology for teaching 
 
392 
Teacher Interviews  Code Description  
Teachers reliance on 
technology 
Teachers relying on technology for teaching 
Technology but not for 
learning 
Children using technology but not for learning 
Technology as a social network Denotes ICT serving as a purpose of social networking 
Technological competence 
versus using ICT for teaching 
Denotes technological competence of teachers in 
comparison to how they use it in teaching and learning 
Technology as a medium for 
teaching and learning 
Denotes references to technology as a medium for 
children learning 
Technology as damaging Refences to gaming as damaging for children 
Technology easy to use References to teachers finding ICT easy to use 
Technology is work Denotes amount of work that teachers take in using ICT 
for lessons 
Technology not engaging 
children 
Instance where teacher is using ICT for teaching but 
does not like the tool - the Khan academy 
Technology types in the school Refers to the types of ICT that are being used in the 
school 
Textbooks becoming redundant Denotes references to where the use of textbooks in 
schools is becoming redundant 
The iPad Denotes the tool of choice amongst children 
Time as an issue for teachers Denotes time being an issue for teachers in the use of 
ICT 
Time Consuming Denotes references where technology use in teaching is 
time consuming 
Time on technology Children’s time on technology 
Too much like school Using technology for learning is too much like school – 
children compartmentalising their learning and private 
lives 
Tool that excites Denotes references to finding a technological tool that 
excites and motivates teachers to use technology for 
learning 
Tracking children’s progress 
using technology 
Teachers tracking progress using technology 
Training for Teachers from 
Department of Ed 
Denotes training provided by teachers from the 
Department of Education 
Tug of War Denotes difficulties between schools and Department of 
Education in the integration of ICT in schools 
 
393 
Teacher Interviews  Code Description  
Unreliability of technology Denotes unreliability of ICT as compared to traditional 
textbooks 
Upkeep of technology Refers to cost of trying to keep technology in the school 
updated 
USB key USB keys going on the booklist and children are 
bringing in USB keys to school 
Use of ICT in future learning Reference to use of ICT in future learning 
Use of ICT in secondary school Reference by teacher to ICT use in secondary school 
Web filtering WEB filtering causing problems in schools 
Whiteboard use in school Denotes use of whiteboard by teachers in the school 
Winning the war Technological Giants are winning the war 
Word Processing Denotes use of word processing skills by children 
Working in Partnership with 
other schools 
Schools helping each other out for digital school of 
distinction award 






APPENDIX Q: Conferences and Professional Development 
Conference Presentations 
2014 
Let’s Google it Mammy’: Parental perspectives on their Children’s use 
of ICT for Learning, Poster presentation at International Winter School, 
University of Limerick. 
2016 
Parental Perspectives on the use of ICT for Learning’, ICT in 
Education Conference, Limerick Institute of Technology, May 2016. 
2017 
‘Stakeholders Perspectives on the use of ICT for Learning in Primary 
Education’, Poster presentation at International Winter School, 
University of Limerick. 
2019 
The Only Exercise They’re Getting is Their Thumbs’, Children’s 
Research Network’, PHD Symposium, Galway, 2019.  
 
Attendance at Conferences/Workshops 
2013: • International Winter School, University of Limerick 
• Transitions Conference, Department of Education, Dublin  
• ICT in Education, University College Cork 
• IRMSS, Mary Immaculate, Limerick 
 
2014:  • International Winter School, University of Limerick 
 
2015: • International Winter School, University of Limerick 
 
2017: • National Parents Council Primary, Annual Conference, National 
College of Ireland, Dublin.  
 
2018: • ‘Primary Education: The Digital Journey’ conference, 
Maynooth University, May 2018.  
• Participated in the National Parents Council Assembly Regional 
Forum; ‘Tomorrows World-Parents supporting children’s 
Futures’. 
 
2019: • ‘Reconceptualising Early Childhood Conference’, March 2019, 
Manchester, UK. 
• Digital Technology in our Schools: Learning from Research and 





Professional Development  
Date Attendance/Participation Detail 
2013 Questionnaire Design University of Limerick 
2013 Literature Research on the Web Limerick Institute of 
Technology 
2013 Advanced techniques for 
Literature Research 
Limerick Institute of 
Technology 
2013 Ethics workshop University of Limerick.  
2013 Research Supervision, LIT 
Supervision Lifecycle training 
programme.  
Limerick Institute of 
Technology 
2014 NVIVO Training Statistical Consulting Unit, 
University of Limerick 
2015 Introduction to SPSS 
SPSS: Analyses of Categorical 
(Survey) Data. 
University of Limerick.  
2015 PhD Writers’ Week University of Limerick. 
2016 Keeping up to date with the 
Literature Review’ 
Library Workshop,  
University of Limerick. 
2017 NVIVO Training Statistical Consulting Unit, 
University of Limerick. 
2018 Doctoral Workshop to Support 
Completion 
Ph.D. Workshop, University of 
Limerick. 
 
 
